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In the context of the Agenda for New Skills and Jobs1, re-
cent forecasts of future skills’ needs anticipate an increase 
in jobs requiring high- or medium-level qualifications. How-
ever, such qualifications need to be accompanied by key 
competences2 that equip young people to work in intercul-
tural, multilingual and rapidly changing circumstances and 
to contribute to creativity and innovation. The concept of 
key competences originated with the adoption of the Lisbon 
Strategy in 2000 and it resulted in the European Reference 
Framework3. Key competences in the EU framework are 
those that ‘all individuals need for personal fulfilment and 
development, active citizenship, social inclusion and em-
ployment’. The development of key competences should in-
clude both subject-based and transversal competences that 
will motivate and equip students for further learning. The 
key competence acquisition (KCA) by every young person 
is one of the long term objectives of the updated strategic 
framework for European cooperation. Most of the EU Mem-
ber States are formulating and at least beginning to imple-
ment policies that move their school systems from being 
predominantly input led and subject-oriented towards cur-
ricula which include competences, cross-curricular activi-

ties, active and individual learning, as well as a focus on 
learning outcomes. 

Yet, these developments do not necessarily result in sig-
nificant, widespread changes in practice – that is, in how 
schools actually organise and provide learning experiences 
for pupils. The difficulty is in all cases translating these poli-
cies into practice. The challenge of supporting such initia-
tives, harnessing that innovation and bridging the gap be-
tween policy and practice on a wide scale is an issue5. One 
of the core problems for the effective implementation of 
the above policies is the lack of initial education and train-
ing, as well as systematic support of teachers that could 
equip them with the skills and competences necessary to 
deliver KCA effectively. In fact the situation is even worse 
for teachers at secondary education since their training has 
not prepared them for the most part for holistic methods 
and cross-curricular teaching, although primary teachers 
may have more expertise in multidisciplinary approaches . 
Moreover, we have to keep in mind that teachers need sup-
port in their everyday practice (training, institutional sup-
port, specific examples/good practice) and that they prob-
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4 PREFACE

ably face difficulties in translating the policy into practice, 
especially when they don’t have the proper underpinnings.
New policies and practices must be therefore researched, 
developed and implemented to meet changing EU needs. 
The TRANSIt approach is in accordance with the above 
mentioned European Union and national policies and aims 
at pointing out the significance of their implementation 
firstly in partner countries and in a second level Europe 
wide. The proposed approach aims to support teachers 
at bridging the gap between policy and practice on a wide 
scale. With this project we intend to contribute to the en-
hancement of transversal key competences by school stu-
dents through building teachers capacity for competence 
oriented education. The TRANSIt project will try to provide 
a pilot teachers training methodology on the didactics and 
e-assessment of key transversal competences, which 
could be adopted by interested stakeholders promoting 
educational change. In parallel, the use of online content 
and the relevant innovative teaching techniques are re-
shaping the modern school. 

The “European/national initiatives to foster competency-
based teaching and learning” Conference aims at building 
the necessary structures and networks that will facilitate 
competence development (of students and teachers) em-
bracing e-learning by the teaching community. This event 
series aims to raise teachers’ awareness of key compe-
tences, and teachers’ professional skills regarding the di-
dactics and e-assessment of the key competences with 
the use of authentic means, supporting them to bring Eu-
ropean and national policies into practice. 

The Editor
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Abstract: The eTwinning action promotes school collabo-
ration in Europe through the use of Information and Com-
munication Technologies (ICT) by providing support, tools 
and services for schools. Launched in 2005 as the main ac-
tion of the European Commission’s eLearning Programme, 
eTwinning has been firmly integrated in Erasmus+, the 
European programme for Education, Training, Youth and 
Sport, since 2014.

Keywords: eTwinning, Erasmus+, school collaboration, 
ICT, competence

eTwinning action
eTwinning offers a platform for staff (teachers, head teach-
ers, librarians, etc.), working in a school in one of the Eu-
ropean countries involved, to communicate, collaborate, 
develop projects, share and, in short, feel and be part of the 
most exciting learning community in Europe.

eTwinning has over 259.000 registered teachers from 
124.500 European schools, who have run 34.000 collabo-
rative projects. Since last year, Moldova, Tunisia, Azerbai-
jan, Ukraine, Armenia and Georgia are partner countries in 
eTwinning while Albania and Serbia will join soon. eTwin-
ning is a very successful programme in Greece as it has 
over 10.000 registered teachers in 6.000 schools, who 
have run 5.600 projects. Greek teachers are very active in 

all activities organized by eTwinning and many Greek teach-
ers have been awarded in the European eTwinning Prizes. 

1. eTwinning projects and New Technologies
In eTwinning teachers create their personal account that 
offers them access in their eTwinning Desktop. They can 
personalize their profile and come in touch with colleagues 
that are looking for partners. Through thematic forums and 
a search engine they can look for partners, propose their 
own ideas and projects and create new partnerships. Once 
they find a partner, they register their project and after the 
approval from the National Support Services of the two 
partner countries, they have access to their own commu-
nication space, TwinSpace.TwinSpace is a safe place for 
pupils and teachers and offers many collaborative tools and 
many communication opportunities among teachers and 
their students. Since September 2014, TwinSpace changes 
in order to be more user-friendly, with new communication 
tools and new template that facilitates the collaboration 
among teachers and their pupils. 

2. Professional Development
opportunities in eTwinning
eTwinning, apart from projects, offers many opportunities 
of free teachers’ professional development. Teachers can 
take part in Learning Events, online asynchronous courses 
of 8-14 days organized by the Central Support Service in 

e T w i n n i n g : 
d e v e l o p m e n t  o f  t e a c h e rs

a n d  s t u d e n ts  c o m p e t e n c e s

Angelopoulos Panagiotis1, Pateraki Irene2
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epateraki@minedu.gov.gr
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collaboration with experts on different fields like: Web 2.0 
tools, creative drama, creative writing, podcasting, use of 
iPads etc. Teachers take part in discussions and work on 
different activities in order to receive a certificate of par-
ticipation. 
Furthermore, teachers can take part or create their own 
Teacher Room, a place that offers a forum and a chat. In 
these rooms, they can exchange ideas, share information 
and discuss different topics. 

Another opportunity of professional development is 
Groups. Groups are more organized platforms with more 
tools than the Teacher Rooms and they are led by a mod-
erator. In Groups, teachers can take part in discussions, 
exchange material from their work in eTwinning and offer 
support to each other. One of the most successful Groups 
is Creative Classroom that organizes many activities with 
main objective the professional development of its mem-
bers. Such activities are the expert talks, webinars with 
experts on different fields, online conferences, campaigns, 
competitions, an online library with members’ material etc. 
From January 2015, Groups will be part of the main eTwin-
ning platform and will be more user-friendly for the mem-
bers and the moderator.

Moreover, eTwinning offers face-to-face opportunities for 
professional development with the organization of five (5) 
Professional Development Workshops (PDW) every year in 
different European countries. They are aimed at individuals 
who want to learn more about eTwinning and develop their 
skills in European collaboration using Information and Com-
munication Technologies (ICT). Also, the National Support 
Services organize, throughout the year, contact seminars 
to bring in contact teachers from different countries with in 
order to register new eTwinning projects.

In national level, the Greek National Support Service organ-
izes, every year, online asynchronous courses in the Moo-
dle platform for the Greek teachers on a range of topics. 
This year, five online courses on the topic of collaborative 
activities in eTwinning have been organized combining syn-
chronous and asynchronous training. Meanwhile, 15 am-
bassadors, experienced teachers who have been appointed 
as ambassadors, organize face to face workshops and we-

binars throughout the year, in order to better inform the 
registered teacher and attract new ones.

3. Recognition and evaluation of eTwinning projects
The teachers who run eTwinning projects can apply their 
project for evaluation and be awarded with the National 
Quality Label that offers them the opportunity to take part 
in the National Awards competition. If at least two partners 
have already received the National Quality Label and the 
project has been proposed for the European Quality Label 
by at least one National Support Service, then the project 
can be awarded the European Quality Label and be eligible 
for the European Prizes competition. The project is evalu-
ated on the six criteria required .A project has to broadly 
achieve excellence in the following areas:
•	 Pedagogical Innovation
•	 Curricular Integration
•	 Communication and exchange between partner schools
•	 Collaboration between partner schools
•	 Use of technology
•	 Results, impact and documentation

The National Support Service applies 5 specific minimum 
requirements in granting the Quality Label to a project. All 
5 requirements must be met:
•	 The project must have common goals and a shared 

plan.
•	 It must be finished, or in its last stages.
•	 The applying teacher must have made a significant 

contribution to the project.
•	 A certain degree of collaboration must appear. 
•	 Project results must be visible.

4. eTwinning: innovative teaching
and creative learning
eTwinning offers many opportunities for innovative teach-
ing and learning through the offered tools. Teachers but 
mainly students, who are involved, benefit from the collab-
oration they achieve with schools in other countries while 
learning becomes meaningful and interactive.
The five main value-added areas of teaching and learn-
ing practices through eTwinning projects are the following 
(Galvin et al, 2006):
•	 Authentic learning: students are more motivated when 
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they participate in authentic and meaningful learning 
activities.

•	 Collaboration: eTwinning projects require collaboration 
in many levels such as teacher-teacher, student-stu-
dent and / or teacher-student.

•	 European dimension: eTwinning projects point out the 
European dimension and intercultural education by 
bringing students and teachers from different countries 
together and by fostering mutual understanding.

•	 Use of New Technologies: eTwinning promotes the use 
of New Technologies in schools, enabling students and 
teachers to develop their technological skills in an au-
thentic situation.

•	 Teacher training and professional development: an im-
portant part of eTwinning is its contribution to the pro-
fessional development of teachers involved.

Many studies have supported the effectiveness of eTwin-
ning in providing authentic learning opportunities through 
programmes and developing the skills of the 21st century 
(European Commission, 2013; Crawley et al., 2010a). 
Teachers and students are not limited to the tools offered 
by the platform but demonstrate skills by using other 
tools like digital videos, LMS like Moodle, blogs and wikis 
(Kampylis at al., 2013).

5. Development of teachers
competences through eTwinning
Competences are a complex combination of knowledge, 
skills and attitudes leading to an effective action in the real 
world. At national level, there is a great variety of approach-
es to definition and implementation of Teacher Competence 
Framework but at European level a comprehensive general 
framework does not exist. Only:
•	 frameworks for specific subject areas (e.g. UNESCO’s 

ICT Competency Framework for Teachers; European 
Profile of Language Teacher Education)

•	 three broad areas of competence were defined in 2005 
in the policy document: Common European Principles 
for Teacher Competences & Qualifications (European 
Commission, 2005)

•	 International literature review on teachers’ competenc-
es, standards and development: Teachers’ Core Com-
petences: requirements and development (European 

Commission Thematic Working Group on Professional 
Development of Teachers, 2011)

There are three broad areas of competence for teachers 
(European Commission, 2005):
1. Work with others: work effectively with learners and 

collaborate with colleagues
2. Work with and in society: effectively work with local 

community and education stakeholders (e.g. parents, 
teacher education institutions, cultural organizations, 
businesses etc), prepare learners to be responsible 
citizens of the world

3. Work with Knowledge, Technology & Information: Good 
subject knowledge & pedagogical knowledge as well as 
ability to integrate technology effectively to enhance 
teaching & learning and ability to access, analyse, vali-
date, reflect on, transmit, and build on information ef-
fectively.

In eTwinning, there is an interest lately to see how com-
petences can be developed through the collaboration and 
work on international projects. In theory, all the above areas 
are covered in eTwinning projects as both teachers and stu-
dents work with others and with the society and work with 
knowledge, technology and Information.

This year, an eTwinning campaign was run to identify what 
the teachers think, by asking them to create a poster where 
they explain how eTwinning has improved their compe-
tences. This campaign started with a webinar by Caroline 
Kearney, Coordinator of KeyCoNet Project - European 
Policy Network on Key Competences in School Education 
to explain what competence is and to identify the key com-
petences. In November, a Monitoring eTwinning Maturity 
Model activity will be run by the Central Support Service 
for the next six months. This activity is attempting to bet-
ter understand the impact of eTwinning projects on teach-
ers’ practice. It is designed to assist teachers to self-assess 
their practice in eTwinning in relation to 4 competences 
(pedagogical competence, collaborative competence, dig-
ital competence, and project-based learning competence), 
and track change over time.

Finally, the new eTwinning book will be dedicated to pu-
pils’ competences: “Developing pupil competences through 
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eTwinning”. It will explore the 8 Key Competences for Life-
long Learning -Communication in one’s mother tongue; 
foreign languages; digital skills; basic skills in maths and 
science; learning to learn; social and civic responsibility; 
initiative and entrepreneurship; and cultural awareness 
and creativity- and how they can be addressed at school 
through the eTwinning projects. Each key competence will 
be analysed within a different chapter from a practical point 
of view - pedagogical experts explore how students worked 
and acquired different skills by participating in eTwinning, 
using as an example some of the most successful eTwin-
ning projects. 

In eTwinning, it is clear now that competence-based educa-
tion is needed and further activities will be developed on 
that direction in central and national level.
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Digital Technologies are an enabler for incremental or dis-
ruptive transformations to the way that individuals, groups 
and organizations “learn” and the way to “assess” learning 
in 21st Century. To this end, millions of Euros and/or US 
dollars have been spent all over the world for purchasing 
and installing technologies in schools (large investments 
in infrastructure), where as limited investments have been 
planned and implemented in systematically developing 
and assessing the essential digital competences for school 
teachers and leaders – (that is, limited investments in hu-
man resource). This has led to limited educational added-
value and transformative impact at school education. 
Although in principle the systematic development and as-
sessment of appropriate educationally meaningful digital 
competences for both school teachers and leaders are rec-
ognized as a major element for the up-take of technology-
supported and technology-enabled school innovations at 
large scale, still, both Initial and Continuing School Teachers 
and Leaders Education is predominately traditional and un-
inspiring both in terms of scope, methods and assessment. 
And yet, it is assumed that all teachers are able to design 
and implement technology-supported and technology-ena-
bled school innovations using a wide range of digital tech-
nologies for teaching and assessing their students within 
the national curricula with limited additional professional 
development. Even more, it is also assumed that all schools 
share more or less the same level of educationally relevant 

digital competences (commonly referred as “e-maturity”) at 
organizational level to adopt technology-supported educa-
tional innovation, just because they have installed the same 
technological infrastructure. 

Within this context, the thesis of my presentation was that: 
globally, large-scale national initiatives are being imple-
mented towards promoting the level and quality of Informa-
tion and Communication Technologies (ICT) use in school 
education. However, despite these efforts, the current level 
of ICT uptake from schools remains low. A wide range of 
factors have been identified as barriers, including lack of 
teachers’ ICT Competences and lack of ICT infrastructure. 
Typically, these barriers are tackled separately without tak-
ing into consideration the ecosystemic nature of schools 
as organizations. Thus, I proposed that a holistic approach 
on School ICT Competence based on combining both indi-
vidual Teachers’ and School Leaders’ ICT Competences and 
School’s eMaturity is needed to tackle them.
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Abstract: As defined by EU strategy, Key Competence Ac-
quisition (KCA) is a cornerstone for every student’s future 
development and should be acquired during school attend-
ance in any state member. Each EU member is at some 
stage of policy implementation, regarding the transition 
towards curricula that engage students with KCA. Despite 
both EU set policy ant national initiatives, major differen-
tiations are observed among EU member states. During the 
implementation of TRANSIt, which is a EU funded project 
that contributes to the acquisition of key competences of 
students, a survey was conducted among teachers from six 
EU states regarding the current state of KCA in each partner 
country. This paper presents differentiations occurring be-
tween Greece and the other countries.

Keywords: Competences, assessment of competences, 
Open Badges

1. Context

1.1 TRANSIt aims and objectives
As set by EU strategy documents 1, Key Competence Ac-
quisition since 2009 is regarded as a cornerstone for every 
student’s future development. KCA should be acquired dur-
ing school attendance in any member state. As stated by 
the EU, Key Competencies are those that ‘all individuals 
need for personal fulfilment and development, active citi-
zenship, social inclusion and employment’ and are defined 
as communication in the mother tongue, communication in 

foreign languages and mathematical competence and basic 
competences in science and technology. Along with these 
three Key Competencies there are five more that are con-
sidered as transversal: digital competence, learning to learn, 
social and civic competences, sense of initiative and entre-
preneurship and finally, cultural awareness and expression. 
Although KCA is defined as an EU policy, there are different 
levels of policy fulfilment and diverse approaches in member 
states 2.

TRANSIt aims at developing students’ competencies by en-
hancing teachers’ capacity. For this reason a modular teach-
ers training methodology was formed, regarding the didac-
tics and assessment of key transversal competences with 
the use of ePortfolios. The learning process is structured as 
a competency development programme that initiates just 
after registration and continues until the final assessment, 
which is realized through the delivery of an award system 
based on Open Badges [2]. The badge earned is in recogni-
tion of the work the trainee has done and is displayable on a 
blog, a personal website or a curriculum vitae [4].

1.2 Educational systems and policies [4]
In Greece a legislative change took place in order for a Com-
petence Based Learning (CBL) approach to be introduced 
6. This introduction is performed by different pilot curricula 
for competence driven education, based on the National Life 
Long Learning Strategies 7. Despite this, Greece has no na-
tional policy concerning the acquisition of key competences. 
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The Netherlands has no national policy concerning the ac-
quisition of key competences. Key competencies are inter-
woven in the current general education.

Key competences from the European Framework are re-
ferred as key skills in Ireland. These key skills are central 
to teaching and learning across the curriculum at all levels.
Basic competences are defined that have strong similarities 
with those set in the European Reference Framework: lin-
guistic communication, mathematic competence, compe-
tence in knowledge and interaction with the physical world, 
digital and information processing competence, social and 
citizenship competence, culture and artistic competence, 
learning to learn, and personal autonomy and initiative.

In France a framework for developing the curriculum for 
primary and lower secondary education is defined by the 
Common Core of Knowledge and Skills. The competences 
they identified are: command of the French language, pro-
ficiency in a modern foreign language, the key elements of 
mathematics, scientific culture and technology, mastery of 
ordinary information and communication skills, humanist 
culture, social and civic skills and autonomy and initiative.

Austrian students gain, consolidate and continuously de-
velop the eight key competences within an integrated and 
holistic process. 

1.3 Survey Methodology
In order to identify the training needs of teachers around 
competency-based education in partner countries, a multi-
lingual questionnaire survey was devised and administered 
online through Limesurvey to teachers of primary and sec-
ondary schools, teacher trainers/pre-school teachers, cur-
riculum developers and school leaders in the partner coun-
tries. In particular in this study we will focus on differences 
between education needs of Greek teachers in relation to 
teachers of other participating countries.

A 5-grade Likert scale [8] [9] questionnaire was aimed at 
identifying the profiles of the possible participants in TRAN-
SIt training activities, the current implementation of com-
petence-based didactics and assessment as well as par-
ticipants training needs. The link for the survey was made 

available through the etwinning mailing list by the National 
Support Service [10], CTI Diophantus [11]. The question-
naire included a short introduction and 33 questions di-
vided into 4 sections. Both fully and partially completed 
questionnaires were taken into account. For the purposes 
of this text, sections regarding participant profile, teach-
ing methods and level of support for CBL were taken into 
account. An in depth analysis of the Greek needs analysis 
results is done at Riviou & Sotiriou [12].

2 Findings [4]

2.1 Participant profile
The survey was conducted by 1,119 participants from five 
EU member states, 899 of which originated from Greece 
while the other 220 participants work in either France, 
Spain, Austria, Ireland or The Netherlands. A major differ-
entiation based on participant sex is displayed, as almost 
the 52% of participants from Greece are female, opposed 
to a 27% mean for the other four countries. Regarding 
ages, Greece is underrepresented in the 55+ group by 
22%, while Greek teachers are more in the 41-55 group by 
18%. This may explain why Greek teachers with more than 
15 years of teaching experience are less than correspond-
ing from other EU countries by 25%. 

Figure 1. Formal qualifications compared

31% of Greek participants are primary teachers while the 
47% are secondary teachers, opposed to 16% and 43% 
for participants from other countries. A major differentia-
tion that may be a consequence of national educational pol-
icies occurs regarding formal qualifications, as under 1% of 
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Greek participants holds a teaching qualification opposed 
to 23% mean value for the other five countries. On the 
other hand, 21% more Greek participants hold a university 
degree when compared to teachers from other countries. 

The Greek teacher appears less enthusiastic regarding ICT 
usage, as only a 56% define their selves as not being re-
luctant or sceptical, opposed to a 75% mean value for the 
other countries. A tie occurs when it comes to participa-
tion professional development activities on competence 
acquisition (42% against 46%). Despite attending such 
competence acquisition activities, other EU country par-
ticipants display more experience in real world teaching 
such subjects. Other country participants present a slight 
advantage regarding teaching experience in fields such as 
digital competence, with the gap expanding when it comes 
to experience in teaching learning to learn (71% Greece - 
89% others), social and civic competences (69% Greece 
- 78% others), cultural awareness and expression (69% 
Greece - 79% others). This gap is found to be inflated when 
it comes to experience in teaching initiative and entrepre-
neurship oriented competencies, with Greece displaying 
a 46% against a 72% mean value for France, Spain, The 
Netherlands, Ireland and Austria.

 

Figure 2. Level of experience in teaching competences about 

entrepreneurship

It can be concluded that Greek teachers that took part in 
the survey, when compared to colleagues from the other 
five countries, mostly are equipped with a degree rather 
than having any teaching qualification. Even more, despite 

having attended professional development activities, Greek 
teachers are quite negative on ICT utilization and display a 
lower level of experience regarding CBL teaching. Finally, 
participating teachers from Greece were comparatively 
inexperienced regarding teaching social and civic compe-
tences, cultural awareness and expression and initiative 
and entrepreneurship oriented competencies

2.2 Didactics and teaching methods
During the survey, teachers were questioned about utiliza-
tion of teaching methods that are mostly practiced in com-
petence based learning. It was found that teachers working 
in Greece utilize discussion and debating slightly more than 
their European colleagues by a 7% margin (83% against 
76%).This is the case for sub-group activities too, as this 
method is regularly or more frequently used by the 90% 
of Greek teachers, against a 81% their colleagues from 
the other five countries display and, similarly, Greece is 
slightly ahead in the utilization of guided discovery (74% 
Greece - 71% others). This status is inverted but the same 
slight margins appear again when it comes to other CBL 
related methods with teachers from Austria, France, Spain, 
The Netherlands and Ireland taking a slight lead in utilizing 
methods such as problem based learning (70% Greece - 
73% others), action learning (57% Greece - 61% others), 
storyline (56% Greece - 62% others), reflection on learn-
ing (64% Greece - 65% others) and reflection on collabo-
ration (67% Greece - 71% others). 

 

Figure 3. Interviewing experts, peers & others

This tie breaks when other teaching methods are examined, 
with Greek teachers displaying a noticeable under-utiliza-
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tion of certain methods when compared to teachers from 
the other five countries. This is the case with interview-
ing experts, peers or others (23% Greece - 48% others), 
classroom instruction (43% Greece - 75% others), search 
assignments (58% Greece - 74% others) and other related 
methods (30% Greece - 61% others). In general it can be 
said that Greece follows the other partner countries in gen-
eral when it comes to specific teaching methods that are 
considered important for CBL.

Figure 4. Search assignments

2.3 Support of Competence Based Teaching
This part of the survey dealt with the level of support sup-
plied by schools in reference to competence based learning. 
Teachers were asked to assess the level of resources that 
are devoted to facilitating CBL in their school. This section 
revealed major differentiations between Greece and the 
other five countries. Regarding hardware infrastructure only 
the 56% of Greek teachers reported that it was sufficient 
or better, contrasting with the mean 79% that is displayed 
by The Netherlands, France, Spain, Austria and Ireland.
This gap only becomes larger when it comes to software 
infrastructure as only the 44% of Greek teachers find it 
sufficient or better, while their European colleagues award 
their provided software support with an 83%. Even when 
it comes to internet access which is thought of as granted, 
the 76% of teachers working in Greece find it sufficient or 
better opposed to a mean of 93% from the other countries, 
while a 3% Greek teachers answered that there is no inter-
net connection provided, a figure which is null for the other 
countries.

Figure 5. Support for continuing professional development

The same impression is formed when teachers are asked 
about digital learning material, with teachers from Greece 
awarding their available resources with a 41% when their 
colleagues are satisfied by provided resources by 74%. Fi-
nally, Greece presents a low level of continuing professional 
development as only 38% of teachers are satisfied by pro-
vided opportunities, while teachers from Spain, The Nether-
lands, Ireland, France and Austria describe provided continu-
ing professional development as satisfactory by 77%. 
It is more than clear, based on teachers’ opinions that teach-
ers working in Greece lack necessary resources (software, 
hardware, internet access and digital learning material) when 
compared with teachers from Ireland, Austria, France, The 
Netherlands and Spain. This could become a major drawback 
for Greece, as these resources are crucial for CBL.

 

Figure 6. Rating support: digital learning material
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3. Conclusion
More or less EU member states are implementing poli-
cies and procedures that transform their school structures 
to adopt curricula which include KCA. Although there is a 
common policy reform initiative in place, this transforma-
tion process however does not display uniform results in EU 
member states, as variations are observed regarding turn-
ing policies into practice. It was found that Greek teachers 
that took part in the survey, when compared to colleagues 
from the other five countries are -in their majority- equipped 
with a degree rather than having any teaching qualification. 
Even more, despite having attended professional develop-
ment activities, Greek teachers are quite negative on ICT 
utilization and display a lower level of experience regard-
ing CBL teaching. In general it can be said that Greece fol-
lows the other partner countries in general when it comes 
to specific teaching methods that are considered important 
for CBL. Based on teachers’ opinions, teachers working 
in Greece lack necessary resources (software, hardware, 
internet access and digital learning material) when com-
pared with teachers from Ireland, The Netherlands, Austria, 
France and Spain. This could become a major drawback for 
Greece, as these resources are crucial for CBL.
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Abstract: This position paper is a reflection based on the 
work done in the TRANSIt project in relation to the acqui-
sition of key competencies. It explores why and how Open 
Badges could facilitate this acquisition and, conversely, how 
what we have learned from key competencies could feed-
back into the development of Open Badges practice.

Keywords: Open Badges, Key Competencies, standards

Introduction
TRANSIt (http://www.transit-project.eu/) is a European 
project aiming at providing secondary school teachers with 
Open Educational Resources (OER) to support their learners 
in the acquisition of key competencies. The first idea, when 
introducing Open Badges in TRANSIt, was to recognise the 
competencies developed by the teachers after the comple-
tion of a series of training modules. Later on, a second idea 
emerged: the use of Open Badges as a means to develop 
learners’ key competencies and recognise their acquisition. 
It is from this second idea that this position paper is drawn.

About Open Badges
In September 2011, the Mozilla foundation launched the 
Open Badge Infrastructure project, a programme to make it 
easy to issue and share across the web digital badges rec-
ognising one’s skills and achievements. Born from the need 
to recognise informal learning and provide a trustworthy 
means to show skills and achievements online, this initiative 
has now spread to the world of formal learning as well as to 
the world of work.

Open Badges are simple digital objects made of a picture in 
which a set of metadata have been «baked.» The main meta-
data contained in an Open Badge provides information on:

Who is the issuer? — teacher, learner, employer, or-
ganisation, etc. issuing the badge;
Who is the earner — learner, school, teacher, employer, 
organisation, etc. receiving the badge;
What are the criteria — the conditions for receiving the 
badge, what the receiver has done or can do (or aim at);
What is the evidence — the artefacts demonstrating 
that the awarding criteria are fully satisfied.

Open Badges are issued in a wide variety of contexts to rec-
ognise:

The acquisition of a competency;
The achievement of a goal (personal or collective);
The participation in an event (lecture, conference, trade 
fair, etc.);
The visit to a place (museum, website, etc.); and more!

Badges can also be issued to set targets (aspirational badg-
es) or to state personal values (using self-issued badges). 
Understanding the wide variety of badge types is important 
when exploring the use of Open Badges in the context of key 
competency development and recognition: Key Competency 
Badges might not be the only option!

One of the key features of Open Badges is the ability to ver-
ify whether the badge holder has really earned that badge. 
Within the Open Badge Infrastructure (OBI) is not possible to 
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claim a badge issued to someone else. So, while the claims 
usually made in a résumé can only be verified manually (call 
a previous employer, check that the diploma is not a fake), 
Open Badges can be verified online. The reader of an Open 
Badge can trust its content. An Open Badge can be visual-
ised as the representation of a trust relationship, a criterion- 
and evidence- based trust relationship: 

 

Trust relationship: I (the issuer) trust you (the earner) to 
do this (criteria) based on this (evidence)
When distributed over a network, Open Badges create a Net-
work of Trust. It will even be a peer-to-peer trust network 
when everyone is able to issue and receive trust (Badges)6.

Open Badges for or with the learners
One of the key questions regarding Open Badges is: who 
is the main beneficiary? Is it the institution or the teachers 
as it facilitates the tracking of learners’ progress? Is it the 
future employer as it facilitates the selection and verifica-
tion of claims made in résumés? Is it the learner who feels 
empowered?

One way to answer this question is to ask: who is the main 
designer of an Open Badge? Is it an external body, like a 
ministry of education or a professional body? Is it the insti-
tution or the teacher? Is it the learner? Or can we imagine 
a combination of different Open Badges, some designed by 
external bodies, others by teachers and some by learners?

About Key Competencies
Following the 2006 Recommendation of the European Par-
liament and the Council of Europe on key competences7 for 
lifelong learning, an annex was added in 2008: Key Compe-
tences for Lifelong learning European Reference Framework 
[1], a document eliciting 8 Key Competencies:

Communication in the mother tongue; 
Communication in foreign languages; 
Mathematical competence and basic competences in 
science and technology; 
Digital competence; 
Learning to learn; 
Social and civic competences; 
Sense of initiative and entrepreneurship; 
Cultural awareness and expression;

The aim of the framework, as stated in this document, is to:
identify and define the key competences necessary for 
personal fulfilment, active citizenship, social cohesion 
and employability in a knowledge society;
support Member States’ work in ensuring that by the end 
of initial education and training young people have de-
veloped the key competences to a level that equips them 
for adult life and which forms a basis for further learning 
and working life, and that adults are able to develop and 
update their key competences throughout their lives;
provide a European-level reference tool for policy-mak-
ers, education providers, employers, and learners them-
selves to facilitate national- and European-level efforts 
towards commonly agreed objectives;
provide a framework for further action at Community 
level both within the Education and Training 2010 work 
programme and within the Community Education and 
Training Programmes.

The document from the European Commission does not pro-

6 Currently, one’s need to use different pieces of software to issue, collect and display Open Badges. In the near future, everybody will be able to 
be a badge issuer, earner and consumer (the people who read the badges).
7 Competency vs competence: for the International Labour Organisation (ILO), competence refers to ranges and levels of responsibility, like in 
«the domain of competence of this ministry is ‘social affairs,’» while competency refers to a combination of skills, knowledge, attitudes and 
values (SKAV). It is unfortunate that a number of publications from the European Commission, including the Key Competence Framework, are 
not only confusing regarding the use of competence/competency but also skills and competencies. CIPD, the UK HR professional body (the 
largest Europe), also refers to ‘competency’ not ‘competence’ http://www.cipd.co.uk/hr-resources/factsheets/competence-competency-
frameworks.aspx
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vide any indication of the criteria one should use to define 
whether someone has acquired any of the defined key com-
petencies. This job was left to the member states8.
Back in the early 2000s [Key Skills 2000, 3], i.e. before 
the European Commission document was published, the UK 
defined national standards for key skills in:

Communication 
Application of Number 
Information Technology 
Working with Others 
Improving Own Learning and Performance 
Problem Solving

Each key skill was defined at 4 levels, each level having its 
own set of descriptors (c.f. extract on the right) with well-
defined criteria and evidence to produce in order to get the 
award. 

National standard such as those would make it easy to de-
sign a series of Open Badges matching the different areas 
and levels of competencies. 
In that context Open Badges would simply provide the 
means to make one’s learning achievements more visible 
(online) and verifiable (trustworthy). A priori no transforma-
tive effect is expected: Open Badges are simply a new mean 
to do better something that was already done before.
In the absence of a national standard, criteria would remain 
to be defined, and this could put a lot of pressure on teach-
ers to do a job they have not been trained9 for. This could re-
sult in poorly defined criteria. Moreover, if every teacher, or 
every school starts defining their own criteria, one obvious 
danger is the fragmentation into a myriad of different Open 
Badges addressing the same competencies.

Poorly defined and fragmented criteria might be detrimen-
tal to the readability of Open Badges, if not their credibility 
altogether.

Key Competencies + Open Badges = ?
How to combine Open Badges with key competencies? To 
what result? One way to approach this question is to recog-
nise that key competencies are just one particular group of 
competencies, so what is good for the recognition of com-
petencies in general, is likely to be just as good for key com-
petencies. As there are already plenty of Open Badges used 
to recognise a large range of competencies, then it is just a 
matter of extending current practice.

8 Key Competence Network on School Education (KeyCoNet, http://keyconet.eun.org/), another European project dedicated to the study key 
competencies has produced a number of interesting documents [2] in relation to the implementation of key competency policies in Europe.
9 Designing good competency standards requires to perform functional analysis on a whole sector or domain taking into account all the 
activities, from the janitor to the top management. If not such holistic functional analysis is being performed, then it is very likely that the 
outcome will be a series of fragmented task analysis providing an impoverished understanding of the complexity of the real world.
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What is implied with this approach is that Key Competency 
Open Badges will need key competency standards similar to 
the UK key skill 2000 introduced above. While it might seem 
unproblematic to define standards related to the mastery of 
mathematics and foreign languages, things might get more 
complicated with digital competencies and even more with 
the sense of initiative and entrepreneurship and social and 
civic competencies. For example, the French authorities de-
cided to remove ‘entrepreneurship’ from the European key 
competency labelled «sense of initiative and entrepreneur-
ship.» The French version is «autonomie et initiative» [5] 
(autonomy and initiative).
Here is an extract of the descriptors related to the sense of 
autonomy and initiative:

Autonomy is the recognized ability of a student to es-
tablish principles and rules of conduct, choose their 
personal pathways in compliance with social rules10 
[highlighted by the author].
[...]
To assess students’ sense of initiative, one should high-
light their actual motivation for school work11 [high-
lighted by the author].

So, the French understanding of autonomy and initiative is 
about compliance and dedication to school work. As stu-
dents have no say in the curriculum, the organisation of the 
school year or even the layout of the classroom, it is nor-
mal that the standard elicits the need for compliance. At no 
place in this standard is there the slightest indication that 
institutional practices could be challenged, or even simply 
questioned. Challenging grades, tests, the use of multiple 
choice questions, exams or homework will undoubtedly be 
interpreted as a manifestation of a lack of motivation for 
school work.

The anecdote reported in the box above demonstrates that, 
while a school should be the place for practising democracy, 
critical judgement, etc. what is really sought for is compli-
ance and subservience.

There were alternatives to disciplining the culprits (the pu-

pil who published the video, those who created the chaos 
and the teacher who cannot ‘hold’ her classroom). While it 
is probably true that this particular teacher has «special 
needs» the incident could have been an opportunity to open 
a dialogue and invite the pupils to be part of a solution — 
after all, if teachers have to adapt to learners with «special 
needs», why not the other way around? It could have been 
a great opportunity to empower the pupils and give them a 
chance to create a different situation, develop some empa-
thy with a teacher who might be great in another context. 
Why not invite the pupils to create that context? But this 
would require a different mindset...

Do we need Key Competency Badges?
Another way to ask the question above is: if we want to use 
Open Badges to support the development and recognition of 
Key Competencies, does it mean that the title of the badges 
needs to be related to any of the key competencies? For ex-
ample, do we need to have a (series of) social and civic Open 

10 L’autonomie est la capacité reconnue à un élève de se fixer des principes et règles de conduite, choisir ses cheminements personnels dans le 
respect des règles sociales en vigueur (Livret personnel de compétences Palier 3)
11 Pour évaluer l’esprit d’initiative des élèves, il convient de mettre en valeur leur motivation effective pour les tâches scolaires (ibid)

The Facebook incident
Imagine a pupil publishing on Facebook a video 
capturing the state of total chaos of his classroom 
who is then disciplined by the school board for 
this action. The teacher, who according to her 
colleagues should not be allowed to teach and 
is well known for letting disarray take over her 
classroom, is not disciplined. 
Whatever one thinks about the value of disciplinary 
action, what is clear is the lesson taught to the 
pupils: if something goes wrong with a person of 
authority, do not report it as nothing will be done 
to correct it; you might even get disciplined for it. 
Even when they are wrong, adults are always right! 

Anecdote collected from an Open Badges 
workshop
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Badge(s)? Or should other badges be used to support and 
recognise the acquisition of those competencies?
One possible issue with Key Competency Badges is the need 
to provide a reference to a standard, even a local one, and 
standards tend to be... normative. The social norm explicit 
in the French key competency framework is the need for 
compliance. While it might sound unproblematic with math-
ematics and science, it could clearly be problematic when 
addressing issues related to social and civic competencies: 
is the standard designed to empower learners (giving them 
the power to act, including to challenge the educational insti-
tution) or to enforce compliance to keep the institution safe 
from any internal challenge?

So, if one does not agree with an institution using Open 
Badges like cow people (boys and girls!) use irons to brand 
cattle, one should refuse to bear any mark of compliance. No 
conformist badge for me, please!

Do we need standards?
In any Open Badge, one of the metadata is relative to the 
criteria for its delivery. Criteria can be imposed (externally 
defined) or negotiated. They can also be self-defined or co-
constructed.
Let’s say that everybody defines his/her own criteria for 
social and civic competencies, then the collection/aggre-
gation of all the criteria generates a (series of) bottom-up 
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standard(s). New social norms might be revealed through 
that process — the Netiquette, is one example of such a 
social norm which is the product of a community rather than 
imposed from an external authority.

But there is one more fundamental problem with stand-
ards, not with standards as such, but with those who think 
that standards are the alfa and omega of everything, letting 
standards be the proverbial tail wagging the dog.

Let’s take the four capacities defined in the Scottish cur-
riculum for excellence12 [6]: «to enable each child or young 
person to be a successful learner, a confident individual, a 
responsible citizen and an effective contributor.» The first 
attribute listed for successful learners is enthusiasm for 
learning. Performing a search for ‘enthousiasme’ in the 
French key competency standard leads to a fail. The second 
attribute, motivation for learning, as we have seen earlier is 
also absent from the French standard which is solely inter-
ested in «actual motivation for school work,» not learning 
for the sake of learning.

The second attribute for responsible citizen, is commitment 
to participate responsibly in political, economic, social and 
cultural life. How is it possible to demonstrate the commit-
ment to participate responsibly in political life if all what pu-
pils have to demonstrate as stipulated in the French stand-
ards is: «The student is interested in general news, whether 
political, economic, cultural, scientific»,»Know the founda-
tions of political democracy» and «List the main actors in 
the political and social life» [5 pp. 21 & 25 underlined by 
the author]. How showing interest, knowing and listing can 
provide even the slightest evidence of commitment to par-
ticipate responsibly in the political life? That should not be 
a problem as the commitment to participate responsibly in 
political, economic, social and cultural life is not part of the 
French standard, which only commitment it is solely inter-
ested in is the commitment to school work. Everyone knows 
that there is a large gap between being interested and com-
mitted13: French pupils are solely required to be interested, 

the Scottish to be committed.
 
Scottish Curriculum for Excellence
While the definition of the Scottish Curriculum for Excellence 
starts from high level goals to which are related a number 
of values and attributes out of which normative definitions 
might (or not) be elicited, the French key competency stand-
ard seems solely focused on normative definitions in order 
to obtain the desired level of compliance, and subservience, 
even if compliance and subservience are in contradiction 
with the goals of a modern, open and democratic society. 
The subtext in centrally defining norms relative to autonomy 
and entrepreneurship is that it is not possible to trust teach-
ers, learners and other stakeholders of the educational sys-
tem to define norms that are aligned with shared values.
The Scottish Curriculum For Excellence, on the other hand, 
is primarily focused on values and it believes that the people 
who will implement the curriculum are confident individu-
als, responsible citizens and effective contributors. The im-
plementation of the (meta)curriculum is the exercise during 
which the old standards will be confirmed, transformed or 
dismissed and new standards will emerge. The implementa-
tion of the curriculum is a learning exercise, an exercise that 
never ends.

Alternatives for Key Competency Open Badges
While an agreement on standards for the delivery of Open 
Badges for Communication in the mother tongue should not 
be a problem, an agreement on digital competency, social 
and civic competency, sense of initiative and entrepreneur-
ship and cultural awareness and expression might be.
While normative badges should not be excluded (it is prob-
ably better if there is a norm defining what is a competent 
doctor — and that this norm includes the demonstration of 
continuing professional development!), normative badges 
could also weaken the ability to innovate, be creative and 
take risks: «if all I have to do to get this badge is described 
here, why bother doing more?» Of course, there are domains 
where creativity is limited or not welcome (rare are the ac-
countants that would claim a creative accounting badge, un-

12 It is in face meta-curriculum as the goal is to have it defined with all the stakeholders at local and regional levels, not imposed from a central 
authority.
13 Think of an English breakfast: the chicken is interested, the pork is committed.
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less looking for a job in a rogue business!)
The main risk with normative badges is to enforce compli-
ance — which is not seen as a risk in a society where compli-
ance and subservience are expected. For example, the pupil 
at the origin of The Facebook Incident, instead of being disci-
plined could have been awarded a Whistleblower badge. Had 
he had a chance to work with his classmates and his teacher 
with special needs towards a solution for working together, 
they could have decided to create a special badge celebrat-
ing a remarkable achievement.

The power of Achievement Badges
Achievement Badges are badges delivered after having 
achieved something. For example the pupils who have or-
ganised an exhibition, or run a science project, receive a 
badge to celebrate their achievement. The badge does not 
say anything about the competencies involved (each con-
tributor might have brought in a different set of competen-
cies), it simply states: here is what we have achieved to-
gether!
Achievements badges, contrary to key competency badges, 
do not have to be not normative. Created along the learning 
pathway, they can be designed with the learners rather than 
for them. As they can be created post-facto, they do not bear 
the stigma associated with the use of Open Badges as ex-
trinsic motivators which, as established through numerous 
researches [7][8], has deleterious effects on intrinsic mo-
tivation, i.e. the desire to learn, to be a successful learner, 
a confident individual, a responsible citizen and an effective 
contributor. Using Open Badges (as extrinsic motivators) to 
motivate learners is the most wide spread infantile illness 
among learning professionals!
The beauty of achievement badges is that they capture the 
context of the achievement in the criteria: where, how, what 
resources, etc.. And the collection of achievement badges 
creates a fabric of interwoven threads of narratives: one’s 
own story is interconnected to others’ stories through 
achievement badges.

Achievement Badges for Key Competency Badges?
Could we imagine an Open Badge ecosystem where learn-
ers and teachers instead of being focused on normative Key 
Competency Badges, would be focused on achievement 
badges, using those as a means for awarding Key Compe-

tency Badges? Another question is: if one already has plenty 
of achievement badges demonstrating the acquisition of key 
competencies, should one care about gaining one or more 
key competency badges on top of those achievement badg-
es? If the answer is yes, who would have the authority to 
deliver them?
As discussed earlier, one problem with a central authority 
delivering key competency badges is the risk of enforcing 
compliance and mediocrity (do what is necessary to get it, 
not more). Conversely, the problem when there is no cen-
tral authority, or no shared standard, is the fragmentation: 
if everyone is defining their own criteria, a key competency 
such as «entrepreneurship» would have many different de-
scriptors, depending on who is awarding the badge.
One way to escape from this dichotomy would to establish 
a conversational system, where existing definitions would 
be public and everyone would be able to make reference to 
them or derive their own from existing ones. Let’s say that 
there is somewhere a definition for learning to learn, but 
that someone believes that learning to learn should be re-
ally called learning to teach (or coach), as pupils should not 
only ‘learn’ in the way described in the standard, but ‘teach/
coach’ other pupils, that the definition of a successful learn-
er is someone who cares for other learners and understands 
that it is his/her social responsibility to help their fellow 
learners (and teachers! to make reference to The Facebook 
Incident).
To the conformist, the outcome of a conversational sys-
tem might look like a mess, to the innovator, as a source 
of inspiration. One argument against the lack of centralised 
standards could be that employers will not make head or 
tail from the myriad of Entrepreneurship Open Badges. But 
it could be just the opposite: the attention and care brought 
into crafting a very unique «Entrepreneurship Badge» is not 
different from the attention and care brought into the craft-
ing of a very individual ePortfolio. What will be of interest 
to the employer, or the client for the self-employed, is not 
that all the criteria of the standards have been met, but how 
the collection of achievement badges convey the richness of 
the personal experience: I’m not really interested in whether 
or not you followed the highway code, tell me rather your 
experience during your trip!
It is from the practice that the standards should emerge, and 
not the other way around, unless one’s belief is that it is the 
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tail that should wag the dog. Standards, especially key com-
petency standards, when they exist should not be carved in 
stone. They should be fluid.

Conclusions (provisional):
The rise of the reflective rebel
For those who are worried about the compliance and sub-
servience embedded in some of the key competency stand-
ards, here is a possible antidote: the rise of the “reflective 
rebel .” 
As Alfie Kohn puts it: 

The bottom line is that kids learn to make good decisions 
by making decisions, not by following directions. If we 
want them to take responsibility for making the world a 
better place, then we need to give them responsibilities. 
That means dialling back our control, whether of the fla-
grant or the subtle variety.

A reflective rebel is someone who is not afraid to ask why? 
and say no! 
We will not know whether the pupil at the origin of The Face-
book Incident, was a wannabe rebel, or a whistleblower. He 
might just have been a bully looking for immediate gratifica-
tion gained in humiliating a teacher. That we can’t tell. We 
will not know either if he did reflect on, or care about, the 
consequences of publicly humiliating a teacher.
If we do not know it is simply because the school board did 
not care. While the problem with the teacher was public 
knowledge, the school authorities, for whatever reasons, re-
fused to face it. Its only focus was to keep order, even at the 
cost of punishing one of the many victims (of the teacher’s 
lack of competencies), the one who made public what was 
supposed to be a little dirty secret (even if it was not a secret 
at all).
Had the school board reflected on the situation, it would 
have been a great opportunity to demonstrate a number 
of competencies and elicit those to be acquired to become 
successful learners, confident individuals, responsible citi-
zens and effective contributors:

Communication in the mother tongue: the analysis of the 
video could have provided excellent material to reflect 
on the ability to convey a message, something that the 
teacher obviously had problems with.
Communication in foreign languages: well, slang is not 

exactly a foreign language... but the video might have 
demonstrated pupils’ high level of mastery, and teach-
er’s need to improve her communication skills with other 
cultures.
Mathematical competence and basic competences in 
science and technology: the pupil could have done some 
research into the causes for poor teacher behaviour, 
why pupils were willing to take advantage of a weakness, 
formulated a hypothesis and possible solutions asking 
feedback from peers and other teachers.
Digital competence: the video on Facebook is evidence 
of his ability to use video and social media. The inability 
to hide if from the authorities demonstrates a need to 
develop competencies related to privacy (self and oth-
ers).
Learning to learn: well, in that case, it is the school board 
who has demonstrated its inability to learn from an un-
expected situation. Instead of exploiting the situation 
to create a collective learning opportunity, the only re-
sponse was to punish one of the victims and show leni-
ency with the failing authority.
Social and civic competences: there is obviously a need 
for the pupils to develop them as bullying and abusing a 
weak teacher are not exactly something they should be 
proud of. The school board is no stranger to the need to 
develop their civic competencies, as being strong with 
the weak (the pupil) and weak with the strong (the au-
thority) is not exactly the model of justice of an open and 
democratic society. 
Sense of initiative and entrepreneurship: the pupil defi-
nitely demonstrated a sense of initiative and risk taking. 
It is unfortunate that he didn’t pursue his efforts to chal-
lenge the disciplinary action and behave like a proper 
reflective rebel. On the other hand the members of the 
school board did not show any sense of initiative or crea-
tivity: the only response provided was to insure compli-
ance and subservience.
Cultural awareness and expression: having not seen the 
edited video, it is difficult to comment on that point.

Had the pupil been a reflective rebel, he would have been 
able to provide evidence from the 8 key competencies de-
fined in the European framework. He would have been enti-
tled to receive the reflective rebel Open Badge! It is unfor-
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tunate that the school board did not use this opportunity to 
support him in that direction, nor to itself reflect on its own 
values and practices.
If our children have to find innovative solutions to solve the 
problems we have created, who should we trust more: the 
conformist looking for the approval of the authority or the 
reflective rebel? According to The Facebook Incident and 
the reading of some key competency frameworks it is more 
likely that what institutions are required is the grooming 
conformists rather than reflective rebels.
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Abstract: In the framework of the TRANSIt project, a teach-
er training framework has been defined with the purpose to 
bridge the current gap between competency-based learning 
policy and practice. The training framework defines teacher 
competencies, which are supported by a set of training mod-
ules designed collaboratively with the aim to enhance the 
acquisition of these competencies. The framework has been 
tested in different teacher training contexts carried out in 
Greece, the Netherlands, Ireland, Spain, Austria and France. 
The present paper summarises the methodology designed 
to assess the TRANSIt teacher training scheme regard-
ing two dimensions (effectiveness and usefulness) as well 
as the evaluation results. Whereas effectivity refers to the 
change in teacher knowledge and skills; usefulness is con-
cerned with the suitability of the TRANSIt training modules 
to teachers’ professional development needs. To that goal, 
quantitative and qualitative data collection strategies have 
been deployed. The activities have made an impact in teach-
ers’ competencies, especially regarding facilitating and as-
sessing student learning. Similarly, training activities are in 
general useful for teachers. Collaboration among peers and 
the training resources are one of the most valued aspects. 
These results highlight the characteristics of effective and 
useful teacher training practices and provide suggestions 
for improvement, which may inform training programmes 
and policies aiming to support competency-based teaching.

Keywords: competences, asssessment, effectiveness, 
usefulness

1. Introduction
Within the TRANSIt project (Transversal key competencies 
for lifelong learning: training teachers in competency-based 
learning), implementation has been carried out in two phases:
•	 Phase A of training activities – Piloting with selected 

users
•	 Phase B of training activities with a wider number of 

users
Both phases included teacher training activities and school-
centered work, where teachers have put the results of the 
training activity in practice. Within this framework, evalua-
tion has been designed with the goal to assess the activities 
from the scope of: a) effectivity and b) usefulness. All TRAN-
SIt training activities from each phase have been evaluated, 
in which in-service teachers, pre-service teachers, school 
leaders and policy makers from Greece, The Netherlands, 
Ireland, Spain, France and Austria have participated. 

The training activities include face-to-face workshops and 
online learning. Along the TRANSIt implementation, partici-
pants have made use of an online learning environment in-
cluding four training modules specifically developed for this 
project:
1. Design learning
2. Assess learning
3. Run learning
4. Review learning

The modules contain learning activities supported by re-
sources aiming to increase teachers’ knowledge, skills and 
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attitudes on competence-based didactics and assessment. 
More specifically, the TRANSIt training modules contribute 
to teacher acquisition of the four TRANSIt teacher compe-
tencies:
•	 Facilitate student learning
•	 Assess and report student learning outcomes
•	 Engage in continuing professional development
•	 Establish partnerships and collaborations

Teacher learning is monitored with the e-Portfolio assess-
ment method. In the e-Portfolio, the teacher collects evi-
dence to demonstrate his/her skills. Such evidence is com-
pared against a set of criteria, which have also been defined 
for this project on the basis of state-of-the art teacher train-
ing frameworks. If the evidence meets the success criteria, a 
digital badge is awarded. Digital badges are representations 
of knowledge and skills.

2. Data collection methods
Underpinning the evaluation strategy for the TRANSIt project 
are two Key Performance Results, which have been deter-
mined to assess the success of TRANSIt implementation:

•	 Effectiveness: refers to the profit that stakeholders ob-
tain from participation, i.e. the growth of teachers’ com-
petencies in terms of knowledge, skills and attitudes 
has been monitored

•	 Usefulness: is concerned with the satisfaction by stake-
holders about the training framework, in terms of:
•	 Training design: including the learning activities, 

readings/viewings, resources.
•	 Assessment system: regarding the e-Portfolio 

and the digital badges
•	 Learning processes: assessing the interactions 

among teachers and with TRANSIt tutors

These indicators have led to the use of a combination of 
quantitative and qualitative data collection instruments de-
scribed in the following subsections.

2.1 Quantitative
Two quantitative data collection instruments have been de-
signed and administered in the participating countries. Be-

low we describe each tool in detail. 

Questionnaire for TRANSIt participants
The questionnaire for TRANSIt participants has been de-
signed on the basis of existing, validated data collection 
tools. The questionnaire has three parts. The first part of 
the questionnaire is has been adapted from the Constructiv-
ist On-Line Learning Environment Survey (COLLES). It was 
introduced to assess postgraduate distance education for 
teachers [6]. The “COLLES preferred and actual form” gen-
erates a measure of opinions by asking participants about 
both their preferred and actual experiences in on-line learn-
ing environments Statements are grouped into six scales: 
1) Relevance: How relevant is on-line learning to teachers’ 
professional practices?; 2)Reflection: Does on-line learn-
ing stimulate teachers’ critical reflective thinking?; 3) Inter-
activity: To what extent do teachers engage on-line in rich 
educational dialogue?; 4) Interpretation: Do teachers and 
tutors make good sense of each other’s on-line communica-
tions?; 5) Tutor Support: How well do tutors enable teach-
ers to participate in on-line learning?; 6) Peer Support: Is 
sensitive and encouraging support provided online by fel-
low teachers?. Each scale contains four items. In each item, 
the participants grade what they prefer and what they have 
experienced by means of a five-point Likert-type response 
scale: Almost Never (1), Seldom (2), Sometimes (3), Often 
(4), Almost Always (5). 

The second part of the questionnaire focuses on partici-
pants’ experience with the e-Portfolio assessment method. 
Previous studies have shown correlations between learning 
motivation and e-Portfolio satisfaction [2]. In particular, Jun 
et al. [3] have developed a survey to assess an e-Portfolio-
based Professional Development programme for teachers. 
The following sections have been selected and adapted for 
the purposes of TRANSIt:
1. Teachers’ overall perception/personal value about the 

ePortfolio
2. Teachers’ Perception about using the ePortfolio en-

hancing the evaluation process

The role of badges is assessed in the third section of the 
questionnaire, especially from the scope of learning motiva-
tion. There have been previous attempts to award badges 
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to learners and there is a raising interest in the subject in 
the framework of the open badges initiative by the Mozilla 
Foundation [5]. For the purpose of the TRANSIt project, 
questionnaire items have been adapted from badges sur-
veys from Abramovich et al. [1] and Santos et al. [4]. 

The questionnaire has been administered online and 22 
questionnaires have been collected. The questionnaires 
have been analysed quantitatively, i.e. deriving averages 
from each section. 

Event satisfaction form
The TRANSIt event satisfaction form has been designed for 
participants to express their opinion about the content, or-
ganisation and other practical aspects of the training activi-
ties in which they have participated. The form includes 10 
items to be graded from 1 (very bad) to 5 (excellent), as well 
as comments and improvement suggestions. A total of 65 
forms have been collected.

2.2 Qualitative
Qualitative data collection instruments have been designed 
with the purpose to complement the data obtained in a 
quantitative way. This is to say, it enables to obtain a deeper 
understanding of the learning outcomes and the feelings 
that participants have experimented as a result of partici-
pating in the TRANSIt implementation. The following tools 
have been used:
•	 E-portfolio assessment method: the evidence that 

teachers have submitted to the TRANSIt web portal 
environment (learning scenarios, resources, reflec-
tions, etc.) has been compared with the success criteria 
stated in the TRANSIt training framework. 12 learning 
scenarios have been analysed.

•	 Interview/focus group guide: it enables to assess the 
new knowledge and skills that participants have gained 
as a result from participating in the training. Second, it 
is aimed to understand to what extent the training has 
met their expectations and whether they have improve-
ment suggestions. A total of 27 interviews have been 
performed in a quiet setting and have been voice re-
corded when possible. 

•	 Skill check: teachers self-assessed their TRANSIt com-
petencies with a skill check, both at the beginning and 

at the end of the course. The difference from the level of 
each competency declared at beginning and that from 
the end of the course has been calculated for 10 teach-
ers.

3. Results
Each participating country has evaluated the implemented 
activities following the methods stated above. The follow-
ing subsections summarise the results for each evaluation 
dimension. 

3.1 Effectiveness
Effectiveness assesses the profit in terms of learning that 
teachers obtain from participating in the TRANSIt training 
activities. In other words, it measures the growth in teach-
ers’ knowledge, skills and attitudes regarding competency-
based learning. 

The four teacher competencies by the TRANSIt training par-
ticipants have been assessed with the following evaluation 
instruments: the skill check enabled teachers to self-report 
on their level of each competency, once at the beginning and 
then at the end of the training activities. Further, the learning 
artefacts uploaded to the TRANSIt web portal environment 
such as learning scenarios, assessment plans, resources, 
etc. have been compared with the success criteria stated in 
the training framework design, thus following the e-portfolio 
assessment method. Finally, the interviews and the focus 
groups helped to collect teachers’ reflections on each TRAN-
SIt teacher competency. 

Facilitating student learning
The competency to facilitate student learning refers to the 
skills to engage students in purposeful and appropriate 
learning experiences. Results from the skill check show that 
on average, half of the teachers have increased their compe-
tency in facilitating student learning between the start and 
the end of their participation in the TRANSIt implementation. 

These findings can be complemented with an assessment of 
the learning artefacts produced by teachers during the train-
ing. The learning scenarios designed show that the transver-
sal key competencies of the students have been taken into 
account. In other words, all the learning scenarios comply 
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with the success criteria, i.e. they include at least one dif-
ferent criterion-based objective, clearly expressed success 
criteria and a well-defined context to support learners’ per-
formance/activities.

Review also shows that the majority of teachers have includ-
ed learning material supporting their learning scenarios. The 
main material provided is data collection sheets. Further-
more, teachers have selected technologies enhancing learn-
ing and assessment. Some of the technologies chosen are:
•	 E-portfolios
•	 Edmodo social network for education (https://www.ed-

modo.com/)
•	 Digital badges
•	 Text processor and spreadsheets
•	 Presentation software: Power Point, Prezi (http://prezi.

com/)
•	 Portal for learning history at the museum (www.

habsbuger.net)
•	 Using films for learning (www.bildungsmedien.tv)
•	 RSS feeds

The evidence provided and teachers’ own reflections dem-
onstrate that they provided support and guidance to learn-
ers and they monitored the learning process.

Moreover, extracts from the interviews give reasons to be-
lieve that teachers are able to include student competen-
cies in the design of their learning scenarios. As one teach-
er states, “I aim to foster linguistic competency by giving 
feedback about spelling errors in the essays of my students, 
even if we are studying history”. Similarly, another teacher 
states “I wanted to foster sense of initiative in my scenario 
by making my students work in an autonomous way”.

Assessing and reporting student learning outcomes
Regarding teachers’ competency to assess and report stu-
dent learning outcomes, the skill check shows that, on aver-
age, almost half of the teachers have increased it between 
the beginning and the end of the TRANSIt training.

All the learning scenarios analysed, except for one, use at 
least 2 different assessment strategies, one of them being 
learner centered. Peer assessment is used in the majority of 

learning scenarios, whereas self-assessment is deployed in 
more than half of the scenarios. Rubrics are present in the 
majority of scenarios. This shows that teachers are aware 
and able to plan learning scenarios using competency-based 
assessment techniques. 

Engaging in continuing professional development
The skill check shows that one quarter of teachers self-re-
port an increase in the competency to engage in continu-
ing professional development after participating in TRANSIt. 
Similarly, during one of the focus groups, a teacher stated: 
“Having shared my learning scenario with my colleagues, 
I would design it in a different way because now I’m really 
trained”. Another teacher states that “In order to make a real 
change, I should reflect on what I have learnt in this course 
and put it into practice. Usually, this is the greatest challenge 
for me”. 
 

Figure 1. TRANSIt workshop at the University of Barcelona

Establishing partnerships and collaborations
Some participants from TRANSIt implementation phase B 
self-report an increase in their capabilities to establish part-
nerships and collaborations.

By examining the learning scenarios and the resources 
uploaded by teachers to their e-portfolios, we can see evi-
dence that some of them have a slight command of this 
competence. As an example, a teacher plans to organise a 
visit with the students to a museum and in this way to put 
the topic being studied in the scenario in a wider context. 
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Other teachers involve the parents in the learning activities. 
As one teacher puts it, “The father of one of my students 
is very interested in history and he motivated me and my 
students to go ahead with a learning scenario about how so-
ciety has changed”. Another teacher includes in her learning 
scenario an activity in which students write an article in the 
school magazine explaining what they have learnt.

3.2 Usefulness
The usefulness indicator evaluates to what extent the train-
ing design, the assessment system and the learning proc-
esses satisfy teachers’ needs and expectations. The instru-
ments deployed to collect data on this indicator have been 
the event satisfaction questionnaire, the questionnaire for 
TRANSIt participants and the interview/focus group guide. 
Results are summarised below.

Training design
Data from the event satisfaction form shows that partici-
pants were satisfied to a great extent with the TRANSIt train-
ing design and programme. For instance, Irish teachers state 
that the training modules “reflect accurately the activities 
included in their professional practice”. Similarly, teachers 
are generally satisfied with the training materials provided. 
At the end of the training, most teachers showed an inter-
est in staying involved in TRANSIt, in staying registered in 
the TRANSIt web portal environment “with the purpose to 
download the learning materials” and “to examine in more 
detail the learning scenarios from my colleagues and learn 
from them”. 

Teachers value the practical knowledge gained, as shown by 
an average of 4.2 out of 5. The learning approaches promot-
ed were novel for most participants and they are generally 
regarded as interesting methodologies. Participants have 
learnt how to apply these approaches in the classroom, as 
stated in the focus group. More specifically, the good prac-
tice examples used in Austria and in Spain have been well 
received by the teachers. However, most of them expressed 
that they would take up the idea and adapt the examples to 
the specific needs of their own students.

Assessment approaches
Participants’ feelings towards the e-portfolio and the ev-
idence-based assessment approach have been gathered 
through 7 items from the questionnaire for TRANSIt par-
ticipants. The item with the highest satisfaction refers to the 
assistance provided by the TRANSIt tutor in selecting and 
uploading learning evidence to the web portal environment, 
with an average of 4.9 out of 5. Consistently, teachers agree 
with 4.1 out of 5 with the easiness to communicate with ad-
ministrators about the materials collected in the e-portfolio. 

Moreover, teachers think that the e-portfolio is a suitable 
assessment method for their professional development, as 
shown by the average of 4.2 in the item “I would recom-
mend to my fellow teachers that they use the e-portfolio to 
demonstrate fulfilment of regional or national Teacher Qual-
ity Standards”. In contrast, one of the lowest scores is given 
to the communication with colleagues about the e-portfolio.

Within the TRANSIt countries, some training activities in-
cluded digital badges to represent teacher competencies. In 
other words, teachers who achieved the learning goals of 
the training modules could earn badges: “Student learning 
facilitator”, “Assessor and reporter of student learning”, “En-
gaged in continuing professional development” and “Estab-
lisher of partnerships and collaboration”. As stated in sec-
tion 2, the attitudes that participants have towards digital 
badges as part of the assessment of TRANSIt training have 
been gathered with questionnaire for TRANSIt participants.

The lowest score is obtained in the item “Badges have con-
tributed to my engagement in the training”, thus not con-
firming that digital badges could motivate teachers to keep 

Figure 2. Comparative analysis of the event satisfaction ques-
tionnaire answers
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learning. However, results show that we managed to convey 
appropriately the meaning of digital badges and how to earn 
them, as shown by an average of 4.4 out of 5. On average, 
teachers want to earn more badges (average of 3.4 out of 5).

Learning processes
As part of the TRANSIt training activities, teachers engaged 
in a series of learning processes in the online environment, 
and they also interacted with the tutor and with their peers. 
Items 1 to 48 of the questionnaire for TRANSIt participants 
assessed their satisfaction with these processes. Results 
show that generally, teachers are satisfied with them be-
cause their actual experience is almost equal to what they 
usually prefer. 

More specifically, the aspects of the learning processes 
achieving the highest satisfaction is reflection, interactivity 
and peer support, where the average difference between 
teachers’ preferred and actual experience is almost zero 
(i.e. 0.1). Indeed, there is no difference between teachers’ 
preferences and their actual experience in the items “think-
ing critically about the ideas from my peers” and “peers ask-
ing me to explain my ideas”. This shows that the interaction 
among fellow teachers was felt as useful and productive for 
most participants.

These findings can be further interpreted with outcomes 
from the focus groups. As an example, participants in Spain 
agreed that face-to-face sessions were very useful because 
they could comment and ask questions about the learning 
scenarios of their peers and vice versa. As stated by one 
teacher: “I have learnt to design scenarios fostering the 
competencies of my students, not so much while designing 
my own scenario but mostly as a result of the exchange with 
the other teachers involved in the course”.

Interactions among participating teachers are appreciated 
also in Austria and in Ireland. Most teachers like to work with 
colleagues and regard it as a great benefit to have the op-
portunity to share and exchange competency-based learning 
and teaching experiences. As an example, an animating ex-
change took place among creators of the discussed project-
based or/and cross-curricular learning activities in one of the 
face-to-face workshops. Participants seriously discussed on 

the guided questions and new ideas and helpful input was 
exchanged among teachers and teacher trainers. 

In contrast, the greatest mismatch between teachers’ prefer-
ences and actual experience lies in interpretation and tutor 
support, with an average difference of 0.3 points between 
teachers’ preferred and actual experience. This indicator re-
fers to teachers understanding of the messages from their 
peers and to the sense made by the teacher and the tutor of 
each other’s messages during the training. 

4. Conclusions
On the basis of the results presented above we can state 
the aspects in which the TRANSIt training activities have 
been satisfactory as well as its weak points. The analysis of 
the learning scenarios produced and the statements made 
by most participants reflects that they have enhanced their 
competencies in facilitating student learning and in assess-
ing and reporting student learning outcomes. In other words, 
teachers have demonstrated their skills to define competen-
cy-based learning objectives and to design and run a learn-
ing scenario fostering the transversal competencies of their 
students with relevant resources and technologies. In their 
own opinion, the most important learning outcome has been 
“the proposed teaching approach and how it helps to fos-
ter student transversal competencies”. Moreover, teachers’ 
scenarios demonstrate their skills in learner centred assess-
ment methods such as peer and self-assessment. Rubrics 
are suggested in the majority of the learning scenarios as a 
means to record student learning. Some teachers manifest 
an increase in their capabilities to engage in continuing pro-
fessional development and in establishing partnerships and 
collaborations. 

Generally, the TRANSIt training activities implemented in 
the participating countries have been perceived as useful. 
The modular concept of the TRANSIt framework, based on 
designing, preparing, running and reviewing competency-
based learning activities was felt as a very useful approach. 
Most teachers agreed that a more accurate structuring of 
competency-based learning activities would bring more 
benefit for their student´s competency acquisition. The 
programme and the materials obtain a high score on aver-
age in the questionnaires, and the guided discussion re-
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vealed that some teachers’ were interested in accessing the 
TRANSIt web portal environment even after the end of the 
implementation period. Teachers agree with the key point of 
the e-portfolio assessment method, i.e. an evidence-based 
assessment system. There is proximity between what teach-
ers prefer while they are usually learning and what they ac-
tually experienced in the training activities, especially re-
garding reflection, interactivity and peer support. 

For this reason, face-to-face workshops and the TRANSIt 
web portal environment should offer to be a platform for 
active interexchange between teachers. Especially the dis-
cussions about the experiences with Best Practice examples 
seemed to be very motivating for teachers, even those who 
regard themselves as experienced in competency-based 
learning and teaching.

This being said, the challenge for the TRANSIt training 
framework is to implement it in countries which already 
have a strategy for competency-based learning implemen-
tation, such as Austria. However, the activities performed 
showing local best practices and initiatives have proven to 
be useful for teachers. It proved to be useful to adapt the 
TRANSIt training framework to the specific needs of the re-
spective audience as the needs and expectations concerning 
competency-based learning and teaching vary a lot. Some 
teachers mentioned that especially the digital badges that 
they obtained are ahead of time and will maybe be interest-
ing in the future.
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Abstract: There is a growing trend towards competency 
based education in Europe, emphasised by the implementa-
tion of European Key Competency Framework in many juris-
dictions. This paper reflects on the attributes of competen-
cy-based education its domains and teaching approaches 
for effective competency teaching and learning. It relates 
this to wider social and structural changes.

Keywords: E-Learning, Competency Based Education

1. Introduction
In 2013, an advanced European think tank on education 
chaired by former President of Ireland, Mary McAleese, pro-
duced the Report of the High Level Group on the Moderniza-
tion of Higher Education. This report is a magisterial over-
view of the challenges and opportunities facing educators 
and learning designers, in a world radically different from 
that which has gone before. Early on they produce a clear 
conceptual overview:

That which is known is no longer stable. The shelf-life of 
knowledge can be very short. In many disciplines what is 
taught and how it is taught are both stalked by the threat of 
obsolescence. In a changing world, Europe’s graduates need 
the kind of education that enables them to engage articu-
lately as committed, active, thinking, global citizens as well 
as economic actors in the ethical, sustainable development 
of our societies. 

This neatly sums up the changed landscape of the world of 

learning. Learning and change now proceed hand in hand. It 
is no longer about knowing lots of facts and information (let 
alone being assessed for intellectual capacity by the ability 
to memorize or recall such information). Rather it is about 
the ability to make informed decisions, to execute with skill 
to a high level consistently without supervision and to dis-
play an ability to be creative. It is, finally, about citizenship, 
autonomy, values and sustainability. These are the criti-
cal dimensions that underpin the emerging – but rooted in 
ancient practice and tradition – field of competence-based 
learning.

Effective learning is learning which is lasting and capable of 
being put to use in new and differing situations. Learning 
has traditionally been conceptualized as theory (but based 
on some form of academic framework) where achievement 
is judged by ability to recall key points, information imparted 
or details and sequences memorized. The leap from this to 
the ability to recall, act and perform to set standards of abil-
ity and expertise is the leap to a framework based on com-
petence. In this paper, we discuss competency in teaching 
and learning systems. 

This examines in particular the type and form of learning 
strategies that are expected to promote competency-based 
learning. Teaching and learning in any curriculum require 
common goals, shared responsibility and accountability be-
tween teachers and learners, and supportive or enabling en-
vironments to maximize success in learning. Shaping those 
common goals and shared responsibility calls for some 
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sense of community between and among learners and their 
facilitators. Particularly with regard to competence, tradi-
tional societies have always valued what people could do 
and how this knowledge might be passed on to future gen-
erations. More importantly, skill and competence now also 
become integral elements in those understandings of citi-
zenship and ethical best practice identified in the McAleese 
Report

We first propose to define competency-based education. 
Then we review competency-based education and the do-
mains and specific attributes of teachers and learners that 
are required to make competency-based education success-
ful. This is followed by a brief discussion identifying compe-
tency-based objectives and the teaching methods and learn-
ing activities that contribute to competency development at 
a time of change and structural modification in educational 
delivery systems. We finish with the key qualifications points 
of competency-based education and how they can relate to 
the dynamics and needs of a changing environment, social, 
economic and cultural.

2. What is Competency-based Education?
Competences have been defined by European bodies, as 
well as by educational experts, and are seen to consist of 
three interrelated ingredients: 

1. A knowledge component (the understanding part)
2. A behavioural component (the overt behavioural reper-

toire) 
3. A value component (including values, beliefs and atti-

tudes). 

A competent person performing a task will possess a com-
bination of skills, knowledge, attitudes, and behaviours re-
quired for effective performance of the task or activity. A 
competence is therefore defined as the holistic synthesis of 
these components. 

At another level, a competence may be divided in three com-
ponents or aspects. It is the ability of a person to show:
1. A particular behaviour in 
2. A particular context and with 
3. A particular quality.

Defining competency is complex. Defining educational com-
petency can be even more complex. The Organization for 
Economic Cooperation and Development (OECD) through 
PISA, (Program for International Student Assessment) has 
undertaken very valuable work to define competencies. It 
has also created a framework for comparing student com-
petencies for purposes of assessment. A report completed 
by PISA states:

“A competency is more than just knowledge and skills. It 
involves the ability to meet complex demands, by drawing 
upon and mobilising [mobilizing] psychosocial resources 
(including skills and attitudes) in a particular context. For 
example, the ability to communicate effectively is a compe-
tency…” [PISA]

Education and schooling systems need to help students 
build a wider base on which they can construct their present 
– and future - professional competences. Rapid changes in 
technology and in the way people work, make hard skills 
rapidly obsolete. Learning to learn (one of the seven com-
petences of the European Key Competences Framework) 
is fundamental. Efforts to embed competence therefore 
often concentrate on developing transversal skills, or soft 
skills, such as the ability to think critically, take initiatives, 
solve problems and work collaboratively. It is this dimension 
of competence that writers see as best being able to pre-
pare individuals for today’s varied and unpredictable career 
paths.

3. Competency-based Teaching
The attributes of competency-based teaching (listed below) 
are teacher characteristics, methods and expectations de-
signed to contribute to learner success. They demonstrate 
the shared responsibility of teachers and learners to reach 
the goal of competence. The most important characteristic 
of competency-based education is that it measures learn-
ing rather than time. Students’ progress by demonstrating 
their competence. This means they prove that they have 
mastered the knowledge and skills (competencies) required 
for a particular course or study program. The length of time 
is secondary to this goal. While more traditional models 
can measure competency, they are time-based -- courses 
last about four months, and students may advance only 
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after they have put in the study or application time. This 
is true even if they could have completed the coursework 
and passed final assessment stages in less time. So, while 
most school systems hold time requirements constant and 
let learning vary, competency-based learning holds learning 
constant and lets time vary.

Attributes of Competency-based Teaching
•	 Understanding how learners learn
•	 Matching principles of learning and teaching 
•	 Facilitating not controlling learning
•	 Modelling humility, critical thinking, respect, competen-

cy and caring at all times
•	 Supporting acquisition of knowledge, skills & profes-

sional behaviours in all learning domains (cognitive, 
psychomotor, affective)

•	 Promote & expect learner accountability for learning
•	 Provide timely, specific feedback on learner progress 

beginning with learner self-assessment
•	 Individualize learning experiences according to needs
•	 Expect increasing complexity of performance as the 

learner progresses throughout the programme

4. Teaching and effective facilitation
of competency development
Competence based education programs build from the idea 
that it is more important to focus on outcomes (what a stu-
dent knows and can do) than on inputs (how students learn, 
where they learn, or how long they take). This break from in-
puts means that CBE programs are free to explore new ways 
to help students learn and new dimensions of what consti-
tutes a “course.” Some CBE programs are designed to allow 
students to learn in a variety of formats, sometimes drawing 
on open educational resources (including written materials, 
videos, recorded lectures, etc.) or hands-on, project-based 
learning. Many programs are also designed for students to 
progress at their own pace, rather than at a pace dictated by 
semesters or credit hours. This means that motivated and 
efficient students can complete their programs in less time.

The invigorating benefits of a fresh focus on and insistence 
on quality teaching are often felt widely and rapidly if ef-
fective. They will be felt in complex ways - from increased 
teacher professional fulfilment and satisfaction to increased 

student satisfaction and retention. Benefits also touch on 
better knowledge and skills transfer, more efficient use of 
resources and better sustainable learning outcomes. The 
sum of the parts will harness a more confident, competitive 
and creative dynamic energy throughout the EU education 
sector, each institution giving its best, to the best of its abil-
ity, given its remit and conditions.

Teaching strategies need to be matched to the domain of 
learning. We briefly outline the various domains and how a 
competency-based curriculum may be implemented and the 
strategy that may be chosen. 

Psychomotor domain: 
•	 Demonstrate expected ways to perform a given skill. Al-

lowing learners to practice for a while, and then asking 
for a return demonstration of that skill. 

•	 Setting up models or creating a simulation exercise in 
the practical laboratory where learners can have re-
peated practice of skills with peers and/or teacher su-
pervision. 

•	 Arranging for sufficient practical experiences requiring 
skill performance of the competencies under direct su-
pervision. 

•	 Creating a valid and reliable assessment tool for use in 
determining competency in skill demonstration.

Affective domain: 
•	 Creating “values clarification exercises” for personal 

values. 
•	 Providing frameworks for written analysis of learner ac-

tivities against measurable outcomes 
•	 Structuring opportunities for role play requiring rec-

ognition of differing values and beliefs, with time for 
discussion of how these differences may affect one’s 
ability to perform the competency

•	 Arranging for the discussion on different values and be-
liefs,

•	 Creating valid and reliable assessment tools for use in 
determining competency good practice and integrity, 
respect for all.

Cognitive domain: 
•	 Developing case studies from actual practice requiring 
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discovery or problem-based learning to determine the 
most appropriate, evidenced based approach to com-
petency. 

•	 Supporting learner-led discussions, structuring de-
bates to address practical situations. 

•	 Always requiring that learners provide a rationale for 
their responses to knowledge questions or plans. 

•	 Avoiding temptation to answer every learner question, 
especially when learners should know the answer.

Other strategies include self-study modules with suggested 
learning activities that the learners can complete on their 
own prior to interaction with fellow learners and teachers. 
It is important that teachers provide ample time for discus-
sion/dialogue and clarification of concepts to be learned. 
They also need to encourage and help the learner use their 
own knowledge and ideas to find possible solutions. One of 
the most effective teacher strategies for guiding learners 
to discover how to proceed or act is Socratic questioning. 
The primary purpose of the Socratic method is to encourage 
learners to challenge how they are thinking, what they are 
thinking, and what revision of their thinking will lead towards 
the goal of becoming a competent.

A rapidly changing society has meant that teachers have 
found themselves facing a range of new challenges in the 
classroom in recent years. The inclusion of children with 
special educational needs into mainstream schools and the 
unprecedented increase in the numbers of students from dif-
ferent ethnic and cultural backgrounds have been identified 
as among the most significant challenges. New technologies 
have emerged which play a central role in the way young 
people communicate and learn and teachers have been re-
quired to adapt their teaching to reflect the new reality. An 
increasingly diverse society, changing family structures and 
the emergence of new social problems have added to the 
complexity of teachers’ role.

Each of the competency based teaching strategies at a time 
of significant community change is aimed at helping learners 
develop new ways of thinking about what they are learning, 
encouraging them in their discovery of new knowledge and 
skills using critical thinking, and supporting their efforts to 
integrate this new learning into their practice. The teacher 

becomes a coach or facilitator of learning, rather than an all-
knowing sage telling the learner what to learn, how to learn 
it, and what to do with the new learning.

5. Implementing Competency-based Learning
Competency-based learning is a way of structuring learning 
activities so that the individual learner can meet a prede-
termined set of competencies. Given that learners have a 
variety of ways of learning or learning styles, it is important 
for them to recognize that competency-based learning will 
require that they actually perform or do, rather than learn 
by observing. Observation, reflection and listening are im-
portant learning activities, but competency demonstration 
is the expected outcome for competency-based education. 

The following list summarizes the key attributes of compe-
tency-based learning.
•	 Understand how one learns best (style)
•	 Understand exactly what is expected outcome(s) of 

learning
•	 Take responsibility for one’s learning
•	 Motivated to learn – goal oriented
•	 Ethical person and practitioner
•	 Critical thinker
•	 Self-assess learning & performance
•	 Commitment to ongoing learning

There are several learning activities that are competency-
based. Examples of some of these activities follow related 
to the domain of learning.

Psychomotor domain: 
•	 Review written description of a particular skill (text, 

handouts).
•	 Take time for repeated practice of skills in the safety 

using models, simulation if available, or peers as pa-
tients supervised by teachers until mastery of the skill 
is demonstrated. 

•	 Seek out practical experiences that allow the learner to 
increase confidence as well as competence in the skills 
required.

Affective domain: 
•	 Review text for content on definition of values. 
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•	 Participate in selected values clarification exercises 
for personal values provided by teachers (self-study or 
group work).

•	 Write up an analysis of a code of behaviour and values 
and share with peers and teachers. 

•	 For many learners, becoming a competent begins with 
observing positive role models of practice to reflect on: 
This is who a competent person is. This is what a com-
petent person does.

Cognitive domain: 
•	 Competency-based learning requires high levels of 

critical thinking and reflection (metacognition – thinking 
about thinking). Such skills are learned best with some 
form of discovery-based learning or problem-based 
learning.

•	 The goals of discovery or problem-based learning in-
clude helping learners become active participants in 
and take responsibility for their own learning, encour-
aging the development of critical thinking by support-
ing learners’ efforts to retrieve and retain knowledge 
and apply it in practice (rather than telling them what to 
think or do), and creating learners who develop the habit 
of life-long learning in order to stay current in practice. 

•	 Teamwork is an essential component of this type of 
learning as many learning activities are structured for 
groups of learners working together to discover the 
best solution to a given need or problem in both theo-
retical and practical work.

•	 Other cognitive learning activities creating and follow-
ing an individualized learning plan, self-directed reading 
and completion of suggested activities that will add to 
one’s knowledge and experience base, and self-directed 
use (browsing) of the internet for resources related to 
topics being learned.

•	 Prepare for and lead seminar discussions. 
•	 Keep a journal or log of progress in learning

6. Competency-based education practice
Defining Competency-based Objectives
Competency-based education and its associated teach-
ing and learning approaches have received a good deal of 
support in education systems in recent years. Competency-
based education is characterised by the learner’s engage-

ment and activity in all aspects of acquiring the knowledge, 
skills and professional behaviours. Many contributors state 
that competency-based education must involve teaching 
and learning strategies that facilitate development and dem-
onstration of a competency. A critical feature of competen-
cy-based education must include a clear, evidence-based 
definition of the learning outcomes and objectives. The 
learning objectives must include demonstrated for perform-
ance criteria of the role (i.e., the specific competencies). This 
clarity is vital to both teachers and students. The expected 
outcomes of learning, how performance is measured and 
how the learning objectives relate to the outcomes must be 
clear. 

When writing competency-based objectives consider the fol-
lowing questions: 

Objective

Performance

Conditions

Criteria

Performance

Conditions

Criteria

Is the objective related to 
intended outcome(s), rather 
than the process for achiev-
ing the outcome(s)?

Is the performance of the 
learner relevant to the 
learning outcome?

Are the conditions, the 
context, of the performance 
relevant to the learning 
outcome?

Are the criteria relevant to 
the learning outcome? Are 
they tangible? Are they 
measurable? Are they suf-
ficient?

What will the learners be 
able to do?

What are the conditions 
under which they have to 
perform?

How will we/they know if 
they perform successfully?
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7. Pedagogical considerations in Competency-based 
education
Competency-based education must include attention to the 
learner’s needs and styles, providing the time needed for the 
learner to acquire and repeatedly perform or demonstrate 
the expected competencies (knowledge, skills, professional 
behaviours) and creating a supportive environment for learn-
ing. Competency-based education can be pursued through 
various teaching approaches. However, all curricula need 
to be evidence-based and outcome focused and all teach-
ing strategies need to be matched to their learning domain 
(psychomotor, cognitive and affective). A greater emphasis 
on the teacher as a professional educator is accompanied 
by other profound changes in the design and delivery of pro-
grams to create productive learning environments. Teaching 
and learning can, for example, become a team activity across 
disciplines but also within them. Quality programs are de-
signed – and student performance assessed, on the basis of 
agreed learning outcomes – as a team product by all faculty 
involved in delivering them, rather than being simply an ac-
cumulation delivered and evaluated independently from one 
another. It is still the exception that students are deliberately 
and explicitly empowered by their teachers (and by the wider 
schooling system, through suitable information and support 
activities) to manage their own learning. But new methods in 
teaching and learning are being developed in ever more edu-
cation institutions. And one of these is competence based 
learning. Competence based learning emphasizes rich learn-
ing environments that enable students to engage in meaning-
ful learning processes. The most distinctive features of this 
approach may be summarized as follows:

•	 Meaningful contexts
•	 Teachers create meaningful contexts in which students 

in a natural way experience the relevance and the mean-
ing of the competences to be acquired.

•	 Multidisciplinary approach
•	 Competences are holistic and as a consequence the 

educative approach becomes integrative and holistic. 
•	 Constructive learning
•	 Competence based education has its roots in social 

constructivism. So, learners engage in a process of 
constructing their own knowledge by interaction with 
their environment, rather than as a process of absorb-

ing the knowledge that the traditional teacher might try 
to transfer to them. By focusing on the construction of 
models, products, guidelines, rules of thumb, reports, 
or other tangible outputs the learning easily and natu-
rally will turn out to be constructivist. 

•	 Cooperative, interactive learning (with peers, teachers.) 
•	 Learners develop and construct their own knowledge 

and seek ways to make optimal use of other people’s 
competence in their learning journey. This is what social 
constructivism is about. For learning outcomes aimed 
at developing individual and personal competences, the 
approach must take diversity of learner needs into con-
sideration to meet leaner goals and objectives. 

•	 Discovery learning
•	 Discovery learning as opposed to receptive learning 

means making content available and accessible and 
that the way of acquiring this knowledge or competenc-
es, could not be just a process of providing information, 
but should always be embedded in a discovery based 
approach.

•	 Reflective learning 
•	 Competence based learning places an emphasis on 

the learning process. As learners reflect on their own 
needs, motivation, approach, progress, results etc., 
they develop learning competences that may be con-
sidered “learning to learn”.

•	 Personal learning
•	 In competence oriented theories, learning is a process 

of constructing the learner’s personal knowledge and 
competences. Information, knowledge, strategies only 
become meaningful for a person if they become an in-
tegral part of their own personal body of knowledge and 
competences.

8. Summary
Competency consists of three interrelated ingredients: a 
knowledge component (the understanding part), behavioural 
components (the overt behavioural repertoire) and a value 
component (including values, beliefs and attitudes). Teach-
ing and learning strategies need to match to the appropri-
ate learning domains. Competence based learning places an 
emphasis on powerful or rich learning environments that en-
able teachers and students to engage in meaningful learning 
processes.
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One major change in recent decades is the massive inter-
nationalization and globalization of science, economics and 
politics. This development is likely to continue, accelerate 
and expand into ever more sectors of public and private life 
– especially in the labour market – driven not only by the 
exponential growth of world trade, global capital investment 
and human mobility, but even more so by new media. This 
development will not only impact on the content of tradition-
al subjects (‘the international dimension’) but also change 
the ways of delivery and reception. Any serious discussion 
about teaching and learning has to deal with the impact of 
globalization on education, including education.

These trends were in turn related to a number of generic 
themes under which social processes and conditions would 
be shaped:

1. Rationalization (effectiveness, efficiency and innova-
tion)

2. Networking and social capital
3. Empowerment and participation
4. Information and lifelong learning.

Among many other things, this poses significant issues for 
education and learning systems which currently exist and 
which themselves play such a significant part in human un-
derstanding and shaping of values-driven learning. Wiley and 
Hilton (2009) relate much of this dynamic to the question 
of openness as a fundamental value underlying significant 
changes in society and a prerequisite to changes education-
al institutions need to make in order to remain relevant to 
the society in which they exist. The authors conceptualize 
the radical change of human systems within a framework of 
six ways deemed critical for education to recognize and un-
derstand:

1. From analog to digital
2. From tethered to mobile
3. From isolated to connected
4. From generic to persona
5. From consumers to creators
6. From closed to open.

An important aspect to competency-based education is 

that practice-based learning requires direct supervision and 
multiple opportunities for the learners to demonstrate their 
competency in practice over a period of time. Competency 
objectives must include outcomes, criteria, performance 
standards, conditions that are tangible, measurable and rel-
evant. Implemented effectively, competency-based educa-
tion can improve quality and consistency, shorten the time 
required to graduate, and provide true measures of student 
learning. 

All this fundamentally changes the faculty role. When fac-
ulty serve as lecturers, holding scheduled classes for a 
prescribed number of weeks, teaching takes place at the 
lecturers’ pace. For most students, this will be the wrong 
pace. Competency-based learning shifts the role of the fac-
ulty from that of «a sage on the stage» to a «guide on the 
side.» Faculty members work with students, guiding learn-
ing, answering questions, leading discussions, and helping 
students synthesize and apply knowledge. This will be the 
key landmark in the change to competence based learning 
in a time of change.
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Abstract: This paper deals with two main topics: commu-
nication skills, cooperation, empathy, on the one hand, and 
creativity skills, innovation, learning how to learn and how 
to be creative, on the other. Regarding the first topic, the at-
tempt to apply the Non-violent Communication (NVC) meth-
od in 1st Junior High School of Markopoulo is described, and 
regarding the second one, the initiative to teach the Thinking 
At the Edge (TAE) method to Junior High School pupils in 
order for them to apply that method on writing original pa-
pers and texts.

“Most people encapsulate themselves, shut up like oysters, 
sometimes before they have stopped being undergradu-

ates, and go through life barricaded against every idea, 
every fresh and unconceptualized perception. It is obvious 
that education will never give satisfactory results until we 

learn how to teach children and adults to retain their open-
ness. But the practical problem is as yet hardly considered 
by professional educators.” Aldous Huxley, (”This Timeless 

Moment”, Laura Huxley [1]).

Contrasting the ‘objective’ type of validity inherent in the 
sentence «The Earth turns around the Sun» with the ‘subjec-
tive’ one, inherent in the sentence «The Sun revolves around 
the Earth», and drawing on Husserl ‘s analysis of the pre-
Copernican understanding about the planet Earth and on 
his following analysis of the crisis of meaning in our time, I 
come to the conclusion that the expe´rie´n´tial, empiri-
cal, natural and corporeal validity of personal meanings is 

neglected or overlooked in the common, conventional edu-
cation. In line with the analysis of the key factors of the edu-
cational fields «learning how to learn» (resilience, resource-
fulness, reflectiveness, reciprocity) and «teach how to learn» 
(analysis that I borrow from Guy Claxton [2] [4]) and in line 
with some of the current integrative developments in Educa-
tion [9] (especially those that emphasize «embodied knowl-
edge» and in particular those relating to the application of 
Focusing in Education [3] [5]). According to Guy Claxton our 
intelligence can be clear and also fuzzy or foggy, evolving 
or in a continuing development process. It may be explicit 
and also implicit, intuitive. It can be abstract, verbal and also 
practical, tangible, embodied. It may be merely illustrative, 
explanatory and at the same time experiential, observant 
and observational. It may be rapid, quick, as well as slow, 
patient, calm, delicate. It may be logical but also emotional. 
As he notes, the purpose of education is to build skills and 
talents of real life and the real world. Thought - the acquisi-
tion and management of knowledge - is what needs to be 
done when our unconscious ability is ‘leaving’ us.

Following the above mentioned double nature of intelligence 
my creativity moves towards two different directions. I will 
present here only those of my actions, as a professional ed-
ucator, which offer me excitement and enjoyment at school.

On the one hand, in the wider context of the use of new 
technologies in edu´cation, I create interactive simulations 
and on-line applications, virtual labo´ratories for certain 
specific phenomena, interactive e-books and assessment 

C o m m u n i c a t i o n  a n d  c re a t i v i t y  s k i l l s :  N o n - v i o l e n t 
C o m m u n i c a t i o n  ( N V C )  a n d  T h i n k i n g  a t  t h e  E d g e  ( T A E ) , 

t w o  m e t h o d i c a l  a p p ro a c h e s

Nikolaos Kypriotakis
1st Junior High School of Markopoulo, Greece
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acti´vities/exercises, using several of the most modern au-
thoring tools for educational e-learning content for Science 
(especially Physics, Chemistry and Biology).

On the other hand, in a completely different direction, fol-
lowing my faith in the primacy of empathy (and human re-
lations) in education (agreeing at this point with Marshall 
Rosenberg, founder of NVC [7] [8] [9] [10]), I explore the 
use of NVC in mediation, with peer mediators/facilitators, 
in schools [11]. After being trained myself, I train a group 
of students as peer mediators (under the supervision of the 
Hellenic Association of Counselling) to resolve and prevent 
conflicts at school. In a dif´ferent project, my colleagues 
and I, we explore the use of NVC with regard to the applica-
tion of cooperative learning in a pilot class of our school for 
two consecutive years under the supervision of the group 
«Schools Cooperative Learning and Prevention» of Ms Mika 
Haritos-Fatouros, Aristotle University of Thessaloniki.

In the same direction, a group of students is taught the 
method TAE, which was developed by the philosopher Eu-
gene Gendlin (The Focusing Institute, NY, [5] [6]) in order for 
them to be facilitated to write genuine, authentic work, aim-
ing at highlighting their phenomenological and perceptual 
field and developing and promoting their creativity and their 
experiencing process in general, in a way which is methodi-
cally and metho´do´lo´gically appropriate. This project 
was performed under the supervision of the Hellenic Fo-
cusing Centre15 (Person-Centered & Focusing-Experiential 
Counselling & Psychotherapy).

The TAE method aims mainly at restating our conceptual 
and linguistic «landscape», when (fine) creativity and inno-
vation is required and not just the application of more-or-
less already known methods of solving problems, and when 
the author’s felt sense of satisfaction is what determines the 

outcome. It is a multileveled method with great experiential 
depth and breadth, in which the «more» of our embodied 
intricacy, authenticity, intelligence and «tacit knowledge» is 
being promoted and carried forward through the multiple 
process of its symbolization.

All the learning, educational objects, worksheets, lesson 
plans and teaching projects that I have developed (in both 
of the above directions) can be found in the following digital 
communities in ‘Open Discovery Space’:
 
•	 For natural sciences, in the digital community: Science 

in Gymnasium16, but also in the school blog: Φυσική 
– 1ο Γυμνάσιο Μαρκόπουλου17 (“Physics – 1st High 
School of Markopoulo”) which leads to all other blogs, 
websites, channels, communities created

•	 For Focusing and NVC: Focusing-creativity and NVC in 
the classroom18. See also the general introductory on-
line presentation: Μη-βίαιη Επικοινωνία στο Σχολείο19 
(“Nonviolent Communication at School”, in which the ba-
sics of NVC, along with some examples are presented).

•	 For TAE: Thinking At the Edge (TAE) - Educational Appli-
cations20, but also the website: http://thinking-at-the-
edge.weebly.com, which was created to support the 
Open Discovery Space (ODS) workshop given to teach-
ers, school counsellors, psychologists, psychothera-
pists, etc., having as purpose to teach the preparation 
phase and the first phase of TAE, and demonstrate TAE 
applications in teaching and in the school environment 
in general.

 
In the following part the key features of the NVC [7] [8] [9] 
[10] (observations, feelings, needs, requests) and TAE proc-
ess [5] [6] are presented, the trainers-teachers-supervisors 
[11], proposed basic reference books, photographs and 
other creative material produced during these two projects 

15 http://new.focusing.gr/
16 http://portal.opendiscoveryspace.eu/community/fysikes-epistimes-sto-gymnasio-science-gymnasium-70357
17 http://physicsmarkopoulo.blogspot.gr/
18 http://portal.opendiscoveryspace.eu/community/focusing-creativity-and-nvc-classroom-70356
19 https://9d7ba044-a-62cb3a1a-s-sites.googlegroups.com/site/nikoskypriotakis/NVC_Schools_Timed.swf?attachauth=ANoY7cp2Kxr0i6Il
jPrcO5QNVIJ07sudCN8eFRBLgpaGkEDNYxen0ykYtZDMEat8yXv_6Cn7a-vVSFdi6zLGjmY8a-ZXR5Yj4TH6vHD0YeqOht8W0a6rRQ6Ks1FD1
fODSlzH-sJBniQv_R30mHpT9ZDTjNxmqXKUhFeoG8CVVdOfd7qB5CxA47uHzU073a1uSwHAEDLEtvCNfpSFgT1dAYmwMas4illqow6eARLnB
Yr_cboiR8GaOQg%3D&attredirects=3
20 http://portal.opendiscoveryspace.eu/community/thinking-edge-tae-educational-applications-tae-sto-sholeio-70369
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(e.g. posters, digital paintings, school newspaper, videos, 
etc.), and a very interesting activity which we tried many 
times, with great success and interest («four chairs of com-
munication»: a. Hearing criticism and fighting back, b. Hear-
ing criticism and blaming ourselves by introjecting the views 
and values of others, c. Self-empathy, hearing our feelings 
and needs and d. Empathy for the other, hearing their feel-
ings and needs). This activity comes from NVC, and you can 
read more about it on http://physicsmarkopoulo.blogspot.
gr/2014/05/blog-post_19.html, as a student describes it. 
Indicative titles/contents: «The four chairs», «Two voices» 
(e.g. those «talking» to the student-facilitator before he fi-
nally articulates his response to a difficult confrontational 
situation between two fellow students), «Mediation and 
feedback» and «Jorge Semprùn.»

‘Thinking At the Edge’, TAE is developed in 14 steps [5] [6], 
which are applied dynamically, and not necessarily sequen-
tially, in three phases after a preparatory one. In the prepa-
ration phase we are getting ourselves experientially familiar 
with Felt Sense, the Focusing process (on our inner, living 
body) and the process of creating a free (and/or safe) inner 
space (Clearing A Space), through appropriate experiential 
activities, which are performed with closed or open eyes, 
individually, in groups or in pairs (e.g. activities where we 
create collages on «How I see myself?» or «How do others 
see me?», etc.). The preparation phase includes a process 
where we carefully make Focusing-Partners, in order to 
work together through the various steps of TAE, changing 
roles along the way.

After that, the first phase follows («Speaking from the felt 
sense»), which is usually adequate both for young learn-
ers and for adults. Children, who are interested, can go on 
with the second phase («Finding Patterns from Facets - In-
stances»), where we apply multiple logical methods in lan-
guage processing and in critical/experiential/non-intellec-
tual ‘thinking’ (e.g. crossing of chosen terms, deepening of 
our understanding of them (dipping), etc.). The third phase 
(«Building theories») has even greater demands on process-
ing time and may as well accompany us in our doctoral as-
signment, in our writing a book, in our qualitative research 
etc., and comes with new, very creative processes, such as 
processing of relations and inherent relationships between 

terms, interlocking them in mutual definitions, etc. This third 
phase may last for a very long time, even years.

Concluding TAE is not only my own «Island» (as in Aldous 
Huxley’s philosophical novel “Island”), an “island” of true cre-
ative joy and excitement, full of fresh, new, vibrant personal 
meaning, but also one of those valuable methods, «... meth-
ods for training people to pass at will from conceptualized 
perception to direct virgin perception. The exercise keeps 
the mind fresh and sensitive and teaches a wholesome 
understanding of the function of language and its dangers, 
when taken too seriously, in the way that all pedants, doctri-
naires and dogmatists invariably do, with such catastrophic 
results [1]. «
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Abstract: Ancient Greek alliance remains always an indiffer-
ent event except of students who care about the significant 
moments in history. An inquiry-based scenario which com-
bine past and present through alliances in Ancient Greece 
and European Union took part in a high school outside Ath-
ens. This research proposal aims to elucidate the ways in 
which sixteen years old students perceive their identity in 
space and time. Students discover why people and states 
insist on making alliances during the centuries in relation to 
their motivations using ‘Chorochronos’ software. This sce-
nario gives students a chance to discover deeply their future 
political role in European Union and in the same time they 
understand the differences between European Union and the 
Ancient Greek Alliance. Hence, they avoid the anachronisms, 
they are capable to make analogies between the past and 
present and make decisions as citizens of European Union. 

Keywords: history, inquiry based scenario, alliance, com-
petences

1. Introduction
The paper reports the study which inspired by the financial 
and social crisis in Greece. People’s reactions against Eu-
ropean Union in comparison with common sense thinking 
provoked a confused thinking in students’ mind. In addition 
to this, conjure up how difficult is for students to understand 
their role in the European Union as they have not exercise 
enough their mind how this Union works in their present 
life. Hence, it is more difficult to understand the past and 
people’s decisions about alliances and how these change 

their lives. These different chronological references could be 
easily confusing in students’ minds. Anachronisms remain 
a subject that always emerges in a history classroom and it 
should be separated by common sense thinking. Having this 
in mind, an inquiry-based scenario between ancient Greek 
alliance and European Union took part in a high school in 
city out of Athens. A classroom of sixteen years old students 
voluntary participated in this educational scenario and suc-
cessfully completed this in six hours. This paper shares the 
procedure in which this educational scenario was construct-
ed and implemented at this school. 

2. Theoretical Background
Based on the principles of discovery learning, according to 
which students discover knowledge through inquiry proce-
dures; a scenario combining Ancient Alliance and European 
Union was created. In 1961, Bruner (1961) pointed that 
the gradual discovery of internal structures, laws and prin-
ciples governing an event or a phenomenon contributes to 
a deeper students’ understanding [1]. A special role in this 
gradual discovery should be the teacher who constantly pro-
vides incentives to the students. Having teachers’ support, 
students could more easily reach their target and especially 
the acquisition of the new knowledge.

Students use or discover documents, in which knowledge is 
not limited but becomes creative play, as it leads to the con-
struction of meaning from the students. In the context of the 
history’s subject, digital technology could be exploited so as 
to facilitate access to rich historical material, contributory to 

H i s t o r y  S c e n a r i o  f o r  f o s t e r i n g  c o m p e t e n c e s
“ A n c i e n t  G re e k  A l l i a n c e  -  E u ro p e a n  U n i o n :

D i f f e re n c e s  a n d  s i m i l a r i t i e s ”

Elias Stouraitis
National and Kapodistrian University of Athens, Greece 
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a more effective, active and interactive learning process by 
developing students historical investigation skills and culti-
vating critical and historical thinking and historical conscious-
ness [2]. The understanding of historical events, the persons’ 
approach and connection of causes and effects and the de-
velopment of historical consciousness relates to the under-
standing of people’s behaviour in diverse situations [3].

Theorizing students’ historical thought and consciousness, 
we should underline the distinction between social and his-
torical thinking which is combined with their consciousness. 
Social representations’ theory was first formed by Serge 
Moscovici who confess that different forms of thinking guid-
ed by people’s relations in the society. The theory of social 
representations is underlain by the epistemology of com-
mon sense. Common sense could be characterized as the 
thinking of daily life that uses knowledge shared by social 
groups. Usually, common sense prioritizes human interac-
tions and relations taking diverse forms. Due to social cir-
cumstances, common sense thinking forces humans to take 
up their own positions and defend those making judgments, 
evaluations, criticisms and proposals for action [4].

Nevertheless, historical thinking characterized by the abil-
ity of reasonable synthesis reveals students’ critical thinking 
and the comprehension of change over the time. Human be-
ings are able to identify continuity and change, use primary 
source evidence and analyse cause and consequences [5]. 
Historical thinking has no relation to social thinking and what 
society would like to be satisfied from hearing unquestion-
able naïve positions.

3. Aims of educational scenario

Curriculum areas addressed: History and Civics

Educational Objectives: 
In terms of knowledge, students should know the time, the 
places and the causes of how Athenian Alliance and Euro-
pean Union was created. In addition to the previous, stu-
dents should realize the meaning of how I make a decision 
in their life and at the same time how the states make deci-
sions about alliances. Afterwards, it would be examined if 
these alliances have any reaction in people’s lives. Hence, 

students appreciate the role of these alliances and the con-
sequences on the states in future. 

In terms of skills, students foster historical thinking and con-
sciousness through research of documents and criticism 
on them. Historical analogies between the present and the 
past avoiding anachronisms during the process of the script. 
Students understand the role of European Union and at the 
same time the place where they live comparing European 
Union with the Athenian Alliance. Discovering the causes 
that led to these two alliances and the results made on peo-
ple’s lives should help students understand their role in the 
world. Last but not least, the evaluation on the evidences 
which develop students’ critical capacity. In terms of atti-
tudes, students understand the importance and effective-
ness of collaborative learning 

According to the 8 Key Competences [6] the specific sce-
nario aims at fostering the communication in the mother 
tongue and foreign languages, digital competence, social 
and civic competences and sense of initiative and entre-
preneurship. At first, students should express and interpret 
concepts, thoughts, feelings, facts and opinions in both oral 
and written form about Athenian Alliance and European Un-
ion. In addition, students should find evidences in English or 
French language due to their discovery on how European 
Union created.

Secondly, in terms of digital technology, students should in-
volve the confident and critical use of information society 
technology (IST) and thus basic skills in information and 
communication technology (ICT) via the software Choro-
chronos and e-portofolio Mahara. In the issue of “learning to 
learn”, students perceive how to pursue and organise their 
own learning, either individually or in groups, in accordance 
with the historical methods. Fourthly, students participate in 
an effective and constructive way in social and working life 
through European Union. It is linked to personal and social 
well-being in terms of how students will understand their 
role in European Community. An understanding of codes of 
conduct and customs in the different environments in which 
individuals operate is essential. 

Finally, students enhance the ability to plan and manage 
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projects in order to achieve objectives. In particular, students 
should separate in two groups due to discover the causes 
of the creation of two different Alliances. Students should 
make decisions, collaborate with each other and take initia-
tives about the historical interpretation. This should include 
awareness of ethical values and promote good governance.

Special emphasis:
This educational scenario emphasize on students’ critical 
thinking and their initiative taking actions and decision mak-
ing when it is provided. Students should also criticize the 
evidences and the way they will find them. Students should 
separate in teams in order to solve the main problem of their 
team and they should interpret the evidence which they 
found and create a historical text. 

Evaluation:
This educational scenario should be evaluated in group as 
much as in individual. In group assessment, it should be 
underlined how students understand basic problem solving 
and how they cooperate with each other. In individual rating, 
teachers remark students’ development of historical think-
ing and historic proportions. 

Procedure
Teacher begins the lesson using a title of a Greek newspaper 
concerning how difficult is European’s Union future due to 
nationalism in each country. Teacher asks students why this 
happens and which are their opinion about European Union. 
Students seem to be very confused about why these nation-
alisms take part in that time in Europe and others could not 
understand the meaning of European Union. Teacher asks 
if they know any other alliance in the past and how people 
in that time reacted in that alliance. In the first two hours, 
teacher divides into two groups the students and they open 
in their computers the software Chorochronos. The first 
group should find the map of the 5 B.C. time in order to dis-
cover the place where the Athenian alliance took part [fig.1]. 
They have to discover the cities - states in ancient Greece 
where took place in that alliance. Teacher gives students 
short evidences about the Athenian alliance in order to find 
the cities-states on the map. Afterwards, this group should 
find online evidences with teacher’s guidance about how this 
alliance modified.

Figure 1. Students of the first group should find the places 

where the Athenian alliance was created

The second group should find on Chorochronos’ map the 
end of the Second World War and the teacher gives them 
short evidences about which countries in Europe decided to 
connect financially and why. Students have to mark these 
countries and understand why they decided to create these 
alliances. Afterwards, this group should find online resourc-
es with teacher’s guidance about how this alliance modified. 
All these evidences should remain in a place where students 
should always recur finding their work. 

Afterwards, in the next two hours, students in both groups 
evaluate the evidences in terms of who wrote them, in 
which thesis noted down these evidences and why. Students 
should collaborate in order to decide which evidence will use 
and they will have to mark the changes on the map. Students 
have to write down a historical text about the alliances which 
will present inside classroom. 

In the finally two hours, students should present their texts 
on the plenary session of the classroom. This will give the 
chance to discuss after any text if there is any similarity be-
tween these two alliances. Teacher tries to elicit students’ 
thesis about how they understand these alliances. Many 
students maybe be confused about the time, the histori-
cal persons and the historical events. Teacher tries to make 
students avoid anachronisms and distinguish the historical 
events during the time. Students have to complete a final 
questionnaire about the two alliances and their opinion 
about it. 
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4. Discussion
This inquiry-based scenario gives students a chance to dis-
cover the two difference alliances in two different historical 
periods. There are two points in which should pay attention. 
On one hand, digital technology is not manageable to all stu-
dents. They feel more uncomfortable when they use it in a 
learning scenario than to their personal usage at home. This 
maybe happens due to the limited usage of digital technol-
ogy in this school and it was a change of their previous les-
sons all these years. On the other hand, students could not 
avoid common sense thinking. Anachronisms were the main 
problem of their thinking but teachers should constructively 
work on their thinking. They will help students gives them 
guidelines on how they think critically and how they avoid 
anachronisms. 

5. Conclusion
The inquiry about the causes which created the two alliances 
(in ancient Greece and EU) in different time frames and con-
ditions develop students’ critical thinking about how these 
communities made these decisions and their consequences. 
This helped students to understand how different were the 
two alliances and how important is to distinguish the mo-
tivation in every historical period so as to avoid common 
sense thinking. Hence, students could react more mature in 
modern society because they understand their role in their 
country and in general in European Union. 
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Abstract: This article attempts to assess the competences 
acquired during the pre-service language teacher educa-
tion programme at the Aristotle University of Thessaloniki in 
Greece. The study focuses on trainee teachers of two differ-
ent language departments: the school of English language 
and literature and the department of French language and 
culture. The article sheds light on ways that trainee-teachers 
of the English and French language department build their 
teaching competency, it provides a comparative view of the 
competences they value to develop and it records their ex-
pectations for improving the existing language teacher edu-
cation programme.

Keywords: initial-language teacher education, Greece, 
restructuring academic curricula, student teachers, ed-
ucational policy guidance, teacher qualifications, best 
practices

1. Introduction
The focus of this paper is on the competences that pre-serv-
ice education and training (PRESETT) of language teachers 
in Greece aims to develop. Though PRESETT tends to be a 
neglected area within the wider field of language teaching, 
given that in terms of research conducted far more is written 
about in-service education and training (INSETT), PRESETT 
is clearly of importance. PRESETT is the training and edu-
cation ones receives before starting to work as a teacher, 
while INSET is the training and education one receives dur-
ing his/her career as a teacher. Pre-service teacher educa-
tion programs play a significant role in the preparation of a 

highly qualified teaching workforce, which is necessary to 
support the increasingly knowledge-intensive societies. Na-
tional governments and school education systems dedicate 
considerable financial and human resources to PRESETT. 
PRESETT faces many challenges. Firstly, expectations for 
teachers are very high in today’s educational reform and 
policy agendas. Teachers must be prepared to effectively 
respond to the needs of a growing diverse population of 
trainees with a variety of multilinguistic, multicultural and 
multiability needs. They are also expected to manage the 
far-reaching changes that are taking place in and out of 
schools. The balance between what is required of teachers 
and what PRESETT offers to them has a significant impact 
on their teaching. In addition, PRESETT faces the danger 
that initial training can be seen as providing an approved, 
finished model of teaching. Furthermore, a newly qualified 
teacher moving into the teaching profession following a uni-
versity course may well have been exposed to more theory 
than practice. Also, the pedagogy of the lecturers he/she at-
tended may not have modelled flexible, trainee-centred ap-
proaches.

In the spirit of the challenges that PRESETT faces today, this 
study aims to present the competences that pre-service lan-
guage teachers of two different language departments de-
veloped during their studies. The study focuses on trainee 
teachers of two different language departments: the school 
of English language and literature and the department of 
French language and culture of the Aristotle University of 
Thessaloniki in Greece. Having as a point of reference the 
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European Profile for Language Teacher Education- a Frame 
of reference (Profile) (European Commission 2004), trainee 
teachers evaluate the teacher education programme they 
were about to complete regarding the teaching competenc-
es they value to have developed during their four-year stud-
ies. Teacher competences are built on ‘a concept of teaching 
as praxis in which theory, practice and the ability to reflect 
critically on one’s own and others’ practice illuminate each 
other, rather than on a concept of teaching as the acquisi-
tion of technical skills’ (ETUCE, 2008). Teaching compe-
tences are thus complex combinations of knowledge, skills, 
understanding, values and attitudes, leading to effective ac-
tion in situation. Since teaching is much more than a task, 
and involves values or assumptions concerning education, 
learning and society, the concept of teacher competences 
may resonate differently in different national contexts (Eu-
ropean Commission 2013). It is also useful to distinguish 
between teaching competences and teacher competences 
(OECD 2009). Teaching competences are focused on the 
role of the teacher in the classroom, directly linked with the 
‘craft’ of teaching – with professional knowledge and skills 
mobilised for action (Hagger & McIntyre 2006). Teacher 
competences imply a wider, systemic view of teacher pro-
fessionalism, on multiple levels – the individual, the school, 
the local community, professional networks (European Com-
mission 2013). 

2. European Profile for Language Teacher Education- a 
Frame of Reference
The European Profile of Language Teacher Education – a 
Frame of reference (Kelly et al. 2004) proposes a toolkit for 
language teacher education in the 21st Century and “has 
been established as a non-mandatory frame of reference 
containing examples of good practice and innovation, as well 
as information about the issues language teacher education 
programmes encounter” (p. 9). The profile deals with the ini-
tial and in-service education of foreign language teachers in 
primary, secondary and adult learning contexts and it offers 
recommendations for language education policy makers and 
language teacher educators in Europe. It presents 40 key 
elements in language teacher education courses that “deal 
with the structure of educational courses, the knowledge 
and understanding central to foreign language teaching, the 
diversity of teaching and learning strategies and skills, and 

the kinds of values language teaching should encourage and 
promote” (p.4). It should be noted that all 40 key elements 
of the Profile are very important for teacher education and 
they all contribute to the development of teacher and teach-
ing competences. Nevertheless, this article focuses only on 
those key elements that are more directly linked to teaching 
competences and teaching practice. The Profile does not in-
clude a distinct section for teaching practice. As the school-
based teaching practice course is a relatively new concept 
at the English and French language departments at the Aris-
totle University of Thessaloniki and it was not a mandatory 
course for all trainee teachers at 2011, the present study 
takes some key elements of the Profile to examine whether 
school based teaching practice courses are well accepted by 
trainee teachers and develop teacher and teaching compe-
tencies by introducing trainee students to the reality of the 
teaching profession. 

Initial Language teacher education policy in Greece
Language teachers in Greece follow a four year Bachelor 
degree corresponding to 240 ECTS points in Universities 
and they specialize in one language. There are two Univer-
sities that offer initial language teacher education degree 
programs for prospective language teachers; the National 
and Kapodistrian University of Athens and the Aristotle Uni-
versity of Thessaloniki. Up to now, those wishing to work as 
language teachers follow a four-year bachelor degree pro-
gram in the language chosen, which, is considered a per se 
teacher education degree program, being the only prereq-
uisite in Greek teacher education system for qualifying lan-
guage teachers, though it also offers other career paths. In 
2011, where the study took place, the school-based teach-
ing practice courses at the language departments in Greek 
universities did not constitute mandatory courses for all 
trainee teachers. 

3. Method and participants
The basic principles of descriptive and inductive statistics 
were used for processing the findings. The software PASW 
Statistics 18 was used for the analysis of data. The research 
approach used was quantitative research. The conduction of 
the research was based on the arithmetic use of variables 
(quantification) through the use of a structured research tool 
(questionnaire). The sample, collected by random sampling, 
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consisted of 112 trainees of the School of English language 
and literature department and 67 trainees of the French 
Language and Literature department of the Aristotle Univer-
sity of Thessaloniki. Trainee teachers received the question-
naires in their classes. The questionnaires were distributed 
to trainee teachers that were toward the end of the second 
semester of their fourth year of studies or to those that had 
gone beyond the fourth and final year of studies, without ac-
cumulating the necessary ECTS points allowing graduation. 
This was intended to allow for a retrospection evaluation of 
the fourth year, in addition to the previous three. The par-
ticipants remained anonymous and were assured that the 
data would be used for research purposes only. Given the 
fact that teaching practice was not obligatory for all trainee 
teachers in the current curriculum and that only 16.2% of 
trainee teachers have participated in a school-based teach-
ing practice course during their studies 

4. Results
89.4% of the participants were women and 10.6% men. 
67% were 20 to 22 years old, 18.4% 23 to 25 and 14.4% 
were above 26. The 63.3% were attending the eighth and 
final semester of their studies, while the 36.7% had ex-
ceeded the ninth semester of their studies.

For the majority of trainees this is the first undergraduate 
qualification. Specifically, 94.6% of trainees at the English 
Department and 86.6% of trainees in the French Depart-
ment study for obtaining their first undergraduate degree. 
Only 6 respondents of the English department (5.4%) and 
9 of the French Department (13.4%) study for their second 
university bachelor degree. 

Regarding the effective use of Information and Communica-
tion Technology, from the total sample of 112 respondents 
of the English department, three evaluated themselves as 
beginners, 30 as moderate, 67 as good and 12 as excellent 
users of ICT. Respectively, out of 67 trainees of the French 
Department, one trainee evaluated himself/herself as begin-
ner, 28 as moderate, 30 as very good and 8 trainees evalu-
ated themselves as excellent users of ICT.

In the English department, the vast majority, 91 persons 
(81.3%) stated that they have not spent a period of their 
studies abroad, 18 persons (16.1%) stated that they have 
participated in the Erasmus exchange program and three 
trainees spent a period of study abroad with another pro-
gram. In the French department, 52 trainees (77.3%) an-
swered that they have not spent a period of their studies 
abroad and 15 trainees (22.1%) answered that they have 
participated in the Erasmus exchange program.

Only 2 trainees (10%) of the English department and one 
from the French (6.7%) department had the opportunity to 

Diagram 1

Diagram 2

Diagram 3
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participate in a peer observation teaching practice course 
or in a school-based teaching practice course during their 
stay abroad.

It is then observed that only 16.2% of the sample of the 
English department and 15.2% of the French Department 
has been involved in teaching practice during the period of 
their studies.

As the teaching practice, was not a compulsory subject in 
either the English or the French teacher education program 
in 2011, these questions, which correspond from diagram 6 
to diagram 12 were only filled in by trainees who had partici-
pated in teaching practice during their studies. Hence, from 
a total sample of 179 respondents, only 48 trainees an-
swered the following 7 questions, 23 of the English depart-
ment and 25 trainees from the French. The next 8 questions 

ask participants to assess the importance that the teacher 
education degree program gave to key elements that are 
linked with school-based teaching practice. A 5-point Likert 
scale was used, based on answers classified by type (1. No 
importance, 2. Low importance, 3. Moderate importance, 4. 
High importance, 5. Very high importance), trainees could 
thus express their positive or negative views. 

Diagram 6 depicts the importance the teacher education 
degree programs gave on integrating the academic study, 
the pedagogical theories and teaching practice. 7 trainees 
of the English department replied that the importance was 
low, 7 that it was moderate, 5 that it was high and 3 trainees 
replied that no importance was given. One trainee character-
ized the importance as very high. Concerning the French de-
partment, 8 trainees replied that the importance was high, 
7 that it was moderate, 5 that it was small, 4 trainees con-
sidered that there was no importance at all. Similarly with 
the English Department, only one trainee characterized the 
importance as very high.

The next diagram22 shows the importance given towards 
the existence of an explicit framework of teaching practice 
to clearly inform trainees of their duties and responsibilities 
during their teaching practice. 30.4% (7 trainees) of the 
English department and 4% (1 trainee) of the French De-
partment characterized the importance given as high. The 
remaining percentages are as follows: For the English De-

Diagram 4

Diagram 5 Diagram 621

21The question depicted in this diagram corresponds to Key element 1( structure) of the Profile
22 The question depicted in this diagram corresponds to Key element 3( structure) of the Profile
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partment, 4 trainees (17.4%) believe that the importance 
was high, 3 trainees (13%) that it was low and 2 trainees 
that there was (8.7%) no importance. For the French De-
partment: 8 trainees (32%) believe that it was high, 7 mod-
erate (28%), 4 (16%) low and 5 (20%) believe that there 
was no importance at all.

The following chart23 presents trainees’ assessment regard-
ing the importance given by the teacher education degree 
programs in working with a mentor and understanding the 
value of mentoring. The majority in both departments con-
siders that high importance was given at a rate of 30.4% 
for the English Department and 32% for the French. It is 
observed that the responses between the two departments 
converge.

Diagram 924 refers to the importance given on the devel-
opment of a friendly and professional relationship with the 
mentor, based on dialogue and mutual respect during teach-
ing practice. The majority of trainees in both departments 
consider that moderate importance was given at a rate of 
34.8% for the English Department and 28% for the French 
Department. 5 trainees (21.7%) in the English department 
and 5 (20%) in the French department replied that the im-
portance was high.

Diagram 1025 refers to the importance given in the training 
in language teaching methodologies, and in state-of-the-art 
classroom techniques and activities. 52.2% of the English 
department and 44% of the French department said that 

Diagram 7

Diagram 9

Diagram 8

Diagram 10

23 The question depicted in this diagram corresponds to Key element 4( structure) of the Profile
24 The question depicted in this diagram corresponds to Key element 4( structure) of the Profile
25 The question depicted in this diagram corresponds to Key element 14( knowledge and understanding) of the Profile
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moderate importance was given. All other responses be-
tween the two departments converge, as seen in the dia-
gram below.

10 trainees from the English (43.5%) and 10 (40%) of the 
French department agreed that moderate importance was 
given on training in ways of adapting teaching approaches 
to the educational context and individual needs of learn-
ers. One trainee of the English Department (4.3%) and 5 
(16.3%) of the French Department believe that no impor-
tance was given at all.

 

When asked about the importance given to peer observa-
tion and peer review, equivalence is observed in the English 
department, with 26.1% of trainees to assess that low and 
high importance was given. 17.4% (4 trainees) said that 
moderate importance was given. Concerning the French de-
partment, 8 trainees stated that moderate importance was 
given, 4 (16%) trainees believe that the importance was 
very high, 4 that it was low and 4 estimated that there was 
no importance given in peer observation and review.

Diagram 13 presents trainee teachers’ opinion on whether 
their pre-service education and training in English and French 
Department of the Aristotle University of Thessaloniki pro-
vided them with the necessary competences for their teach-
ing career. The majority of the English Department (52.3%: 
57 trainee teachers) and the minority of the French Depart-
ment (48.5%: 32 trainee teachers) believe that their pre-
service education and training has provided them with the 
necessary competences to work as teachers. The majority 
of the French Department corresponding to 34 individuals 
(51.5%) believes that they have not developed the required 
competences for working in the education sector.

When asked about whether trainee teachers were satisfied 
with the content of the academic curriculum, the majority 
of trainee teachers (52.8%) in the English department said 

Diagram 1126

Diagram 13

Diagram 1227

26 The question depicted in this diagram corresponds to Key element 22 ( strategies and skills) of the Profile
27 The question depicted in this diagram corresponds to Key element 29( strategies and skills) of the Profile
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they are rather satisfied and 34.3% said they are very sat-
isfied. 56.1% respondents of the French department said 
that they are rather satisfied and 22.7% said they were a 
little satisfied. 

The next diagram depicts the additional courses that trainee 
trainees of the two departments consider that would im-
prove the existing curriculum. Trainee teachers could mark 
more than one option. 76.3% (135 people) believe that 
additional teaching practice courses will improve the cur-
riculum. The 63.3% (112 persons) and 42.9% (76 people) 
estimates that more pedagogical courses and ICT courses 
for pedagogical use would contribute to the development of 
teaching competences. Then, 23.2% (41 people) expressed 
their wish for more translation courses, 7.3% (13 people) 
for more literature courses. 

Trainee teachers were asked about their plans after gradua-
tion. The majority of respondents of the English department 

(38.5%) said they wish to work in private sector as teachers 
of English, 29.4% said they would like to continue study-
ing and 25.7% said they would like to work as teachers in 
publicly funded schools. Regarding the French department, 
the majority of trainee teachers (42.4%) said they wish to 
continue studying, 24.2% said they would like to work in 
the private sector as language teachers and 22.7% wish to 
work as teachers in publicly funded schools.

When asked if they believe that a post-graduate degree will 
contribute positively to the development of their teach-
ing and teacher competences, the majority of respondents 
56% of the English section and 62.7% (42 persons) of the 
French department estimates that a post-graduate degree 
would help them in further developing their teaching and 
teacher competences. 

Diagram 14

Diagram 15

Diagram 16

Diagram 17
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The next question invites trainee teachers to assess the 
communication they had with their teachers. The majority 
of trainee teachers of the English department (40.4%) and 
of the French (43.3%) assessed their communication with 
teachers as good. 22.4% of the French department said 
that the communication was excellent, while only 4.6% of 
trainee trainees gave the same answer in the English depart-
ment.

The next diagram depicts the frequency of attendance in the 
university lectures. The majority of trainee teachers of the 
English department (34.9%) characterize the frequency of 
attendance as regular while 33.9% answered that they at-
tend courses very often. The majority of trainee teachers of 
the French department (43.3%) consider that they attend 
university lectures very often. 20 trainee teachers of the 
English department (18.3%) and 15 of the French (20.4%) 
stated that they always attend the university lectures. Fi-
nally, 13% trainee teachers of the English department and 
3% of the French department claimed that they never at-
tend university courses and lectures.

Trainee teachers were asked whether there are courses 
which they never attend. The majority of respondents of the 
English department (58.2%) responded that there are no 
courses that they do not attend, while the majority of re-
spondents of the French Department (55.2%) answered 
that there are courses that they do not attend.

 

Then, trainee teachers were asked to justify the reasons for 
not attending the courses. 39.2% did not attend courses 
because of the tutor, 29.2% because some courses coin-
cide in hours with another course, 15.8% because of the 
content of the course, and 13.3% due to personal reasons. 

Afterwards, respondents were asked to state in which sector 
they wish to work. There is convergence of views between the 
two departments. The majority wishes to work as teachers 
(69.5%: English department, 56.7%, French department), 
the second choice of respondents is to work as translators 
(18.1%: English department, 23.9 %: French department) 

Diagram 18

Diagram 19

Diagram 20
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and the third as researchers / academics (9.5%: English de-
partment, 7.5%: French department).

5. Discussion
The vast majority of respondents wish to work in the educa-
tional sector and consider that a postgraduate qualification 
will help them in best preparing themselves for the teaching 
profession, letting us assume that the respondents do not 
feel that the initial language teacher education program they 
attended (and which, at the present time, is the only qualifi-
cation needed in Greece for teaching in the private sector28) 
provided them with the necessary teaching and teacher 
competences to work as language teachers. In particular, re-
spondents indicated the need to improve the current curric-
ulum by integrating more courses in school-based teaching 
practice and didactics, while it is noted that only a minority of 
the sample participated in a school-based teaching practice 
course during their studies. Thus, it could be stated that one 
weak point in the Greek initial language teacher education 

system is the lack of combining the methodology of teaching 
with actual teaching practice. Hence, not only for fulfilling the 
trainee teachers proposals for improving the curriculum, but 
also for meeting the standards of initial teacher education in 
other European countries, the attendance of a school–based 
teaching practice course from all trainee teachers seems 
imperative. Teaching practice should be an integral part of 
teacher education. An introduction to the realities of the sit-
uation is an essential part of effective professional training. 
The aims of the teaching practice experience are to provide 
opportunities for trainee teachers to integrate theory and 
practice and work collaboratively with and learn from the 
teachers. Via teaching practice trainee teachers gain experi-
ence in managing and evaluating class work; in maintaining 
discipline and good order in the classroom; finding their own 
teaching style and personality and become acquainted with 
school organization and administration. In addition, recent 
research (Karatsiori: 2013) has shown that initial language 
teacher training in Greece requires the fewest study years 
when compared to other European countries. Also, it would 
be advisable that more trainee language teachers spend a 
period of studies abroad.

Demands on the teaching profession are evolving rapidly. 
Academic curricula and teachers educators should respond 
to these demands and readjust their content and methods 
regularly. The acquisition and development of teaching and 
teacher competences in no way can it be limited to pre-serv-
ice education and training. It is a lifelong process. Ministers 
of Education have recognised that: 

No course of initial teacher education, however excellent, 
can equip teachers with all the competences they will re-
quire during their careers. To be fully effective in teaching, 
and capable of adjusting to the evolving needs of learners 
in a world of rapid social, cultural, economic and techno-
logical change, teachers themselves need to reflect on their 
own learning requirements in the context of their particular 
school environment, and to take greater responsibility for 
their own lifelong learning as a means of updating and de-
veloping their own knowledge and skills. (European Union, 
2009) 

Diagram 21

Diagram 22

28  For teaching in publicly funded schools, success in the ASEP national exam is also needed.
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Abstract: This paper describes Education21 (Onderwijs21), 
the Learning Education initiative in the Northern region of 
the Netherlands. The goal of the project ‘Education21’ is to 
develop in a co-creation context the education of the 21st 
century. We did choose the ‘Professional Learning Network’ 
approach. This network consists of primary schools, sec-
ondary schools, teacher education institutes and education 
professionals. The main goal of the network is to contrib-
ute to the implementation of the 21st century skills in the 
Netherlands. Education21 is based on the EU projects: Open 
Discovery Space and TRANSIt. 

Keywords: learning organisation, educational improve-
ments, Learning Education, Education21

1. Introduction
Traditional teachers have control in the classroom; know 
what a student should learn in school and evaluate, sup-
port and assess learning processes. In the continuous im-
provement philosophy this traditional top-down thinking is 
emphatically released. In a school culture where continuous 
improvement is applied, all stakeholders have ownership in 
the development of the school and the development of him-
self: governance, management, teachers, and even students. 
Schools are – according to (Marino, 2011) – not only re-

sponsible for increased student learning, but also for devel-
oping social, emotional, and behavioural skills as well as the 
21st century learning skills and the transversal competen-
cies. More and more educational institutions in the Nether-
lands embrace this philosophy of continuous improvement. 
We describe our approach of continuously improving the 
Dutch education as “Learning Education” and define it as: 
“The learning landscape that facilitates the learning of all 
its members within open educational networks and continu-
ously transforms itself in order to meet its strategic goals by 
using the latest online developments” (Vollenbroek, Jagers-

E d u c a t i o n 2 1 :  B u i l d i n g  T e a c h e r  C a p a c i t i e s  i n 
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berg, Vries, & Constantinides, 2014). Figure 1 shows that 
the development of learning education is stimulated by at 
least four ‘methods of learning’. These methods are: train-
ing, regulations, conferences and learning communities. In 
this paper we describe Education211 to build teacher capac-
ities in Dutch competence oriented education and to stimu-
late the continuous improvement of education by following 
a networked-approach.
 
2. The value of Education21 for Dutch education
Involving and integrating educational stakeholders (indi-
viduals, organizations, government, and labor market) in the 
continuous improvement of education, largely depends on 
the added value that can be offered (Zhao & Kuh, 2004). 
The individuals (students, teachers and parents) will not par-
ticipate if they are not intrinsically or extrinsically motivated 
to do this. The increasing knowledge needed to practise as a 
professional, and the accelerating rate of change within the 
discipline suggest that traditional learning models may not 
address the requirements of learners (Armarego & Clarke, 
2005). The four methods of learning within Education21 
are needed to meet the everchanging educational structure 
and content. We suppose that these methods improve the 
educational structure and quality, by using a problem-based 
design approach. In this paragraph, we will give an account 
of the value of Education21 and their characteristics.

Education21 is a learning network with the aim of develop-
ing ‘learning education’, focused on creating an environment 
of continuous development and improvement of education. 
The Education21-website is a knowledge platform where 
schools can present their own research and exchange their 
knowledge with others. In Learning Education we identified 
four categories that affect the outcomes of learning educa-
tion: (professional) learning communities, trainings, confer-
ences and regulations, these four categories are all imple-
mented in the strategy of Education21. A knowledge agenda 
with all relevant events related to educational improvement 
has been constructed, teachers are able to participate in the 
events relevant for their developments.
1. Education21 developed (professional) learning com-

munities were students, teachers and other profession-

als jointly work on the development and improvement 
of current practices. 

2. Periodically conferences and symposiums were organ-
ized in order to have a physical meeting with some of 
the participant in the learning community and finally the 
regulations. 

3. Workshops and other training methods are periodically 
scheduled. Individuals in education can apply for the 
courses that best fit their needs.

4. The regulations determine the direction that leads the 
way of Education21. 

The educational stakeholders within Education21 (learn to) 
improve their and other’s social, emotional, and behavioural 
skills as well as the 21st century skills and the transversal 
competencies. Integrating these competencies in the Educa-
tion21-methods stimulates the development of each stake-
holder and thereby ensures that education is continuously 
developing, so that it fits with the requirements requested 
in the 21st century.

3. Dutch state-of-the-art regarding competence ori-
ented education
Transversal competences, 21st century skills and other so-
cial, emotional, and behavioral skills are not standardized in 
current education programs. One of the main reasons for 
this is that the Netherlands lacks a national policy on the 
training of teachers in giving competence-based education. 
However, Dutch educational institutions increasingly choose 
to start their own competence based training program, with 
a specific emphasize on the individual progress regarding 
the stated learning objectives on national level. To become 
skilled in giving competence-based education, teachers in 
secondary vocational education should have knowledge of 
their profession and the professional field, but also need 
specific pedagogical and didactic skills. Teachers in interme-
diate vocational education should have mainly developed 
the vocational and professional skills. They must also be 
better prepared to a function in competence-based educa-
tion and working with qualification files.

The current training methods work insufficient. Nowadays, 

1 This paper is strongly connected to the article ‘Co-Create the Knowledge Media of the Future’ (De Vries & Vollenbroek, 2013).
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teachers get training to deal with a variety of courses, learn-
ing paths and levels that are not sufficient for all educational 
levels. This requires special pedagogical and didactic skills 
and social and communication skills that teachers do not al-
ways get along in their training. Beside that there are too 
few teachers prepared for the competence-based education 
and working with the qualification files. 

To become a competent teacher in the Netherlands, teacher 
should meet the following requirements: interpersonal com-
petences, pedagogical competences, professional and edu-
cational competences, organizational competences, compe-
tences in working with colleagues, competences in working 
within the school environment and competences in reflec-
tion and development. 

Current Dutch education is increasingly focused on the indi-
vidual development of 21st century skills (Voogt & Roblin, 
2010). The Dutch learning objectives in primary and sec-
ondary schools are strongly connected to the 21st century 
skills, these skills form the method or approach to reach 
the learning objectives. The Board of Education (2011) 
confirmed that the need for 21st century skills is no longer 
limited to senior positions. All students – also the less edu-
cated ones, who do not have such skills – will have problems 
in the labor market when these skills are lacking (Wagner, 
2008). It is therefore, according to the Board of Education 
(2011) and the European Union (2006) necessary to de-
vote attention to all types of education.

4. Acquiring Transversal Competences in Education21
Education21 is in essence developed to give educational 
stakeholders the opportunity to make in a collaboratively 
and research-based manner the improvements to their own 
education and that of the educational institution. The trans-
versal key competences from TRANSIt are strongly embed-
ded in the research-based activities in the Education21-
environment. The educational stakeholders (in this case 
teachers and students) should show their ‘learning to learn’ 
and ‘basic competences in science and technology’ to show 
that they can indicate certain situations and developments. 
This can be described with two activities conducted in Edu-
cation21:

1. The first case conducted in Education21 is ‘Skiedni-
sklip’. Within this project, students have carried out a 
joint study on various topics from the Frisian history 
(province in The Netherlands). Skiednisklip is a moti-
vational and challenging method in which children in 
primary education actively work with and in their own 
regional history. The children map their environment 
and (cultural) history by actively researching and learn-
ing. In addition, they are invites to use (at least assive) 
the Frysian language. This makes parents and children 
more aware of the history of their own environment and 
their Frisian identity. Parents and their children jointly 
search for historical material in the vicinity (stories, 
archaeological finds, pictures, manuscripts and docu-
ments). The images were digitally recorded in the form 
of short video clips and blogs, which are published on 
the Skiednisklip website. During this project students 
learned some of the eight key competences for lifelong 
learning, for example: communication in the mother 
tongue, basic competences in science and technology, 
digital competences, learning to learn, social and civic 
competences, cultural awareness and expression and 
sense of initiative (and entrepreneurship). 

2. A second case that describes the training of teachers 
in acquiring the skills to give competence oriented edu-
cation, is the practical research of teaching students 
to ICT applications on the spot. In this training teacher 
were trained to do practical research – including design 
research – to improve their own courses. Practical re-
search is in this context the systematic and objective 
manner of analysing own teaching practice gathered 
to learn and practice to improve them. The teacher is 
able to improve his act on the basis of research in the 
context of the school. Set against learning by reflection, 
features practice research by embedding in the theo-
ry, systematic data collection and sharing of acquired 
knowledge with colleagues, the profession and other 
stakeholders. During this project, teachers learned 
to acquire the following transversal competencies for 
lifelong learning: communication in the mother tongue, 
basic competences in science and technology, digital 
competences and social and civic competences.
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The trainings, conferences and (professional) learning com-
munities supports teachers in building their teacher capaci-
ties in integrating a more competence-oriented approach in 
education, the national policy regarding the achievement of 
learning objectives in The Netherlands determines the fur-
ther direction of these developments. During the trainings, 
teachers learn to improve their capacities for giving compe-
tence-oriented education. One of the Education21-confer-
ences held in The Netherlands was mainly focused on some 
of the key competences for lifelong learning, such as digital 
competences (using a 3D-printer), social and civic compe-
tences (starting professional learning communities), com-
municaton in the mother tongue and in foreign languages 
(multilingualism), and sense of inititative and entrepreneur-
ship (shared leadership). With the Education21-initiative, we 
assume that bringing together different knowledge carriers 
will result in continuous improvement of Dutch education.

5. Summary
In Education21 we support educational stakeholders to be-
come responsible for their own learning, we stimulate the 
individual development of students, teachers and other pro-
fessionals. This has largely been conducted with four types 
of activities: trainings, professional learning communities, 
conferences/symposiums and regulations. During these 
individual and group sessions, the participants learn to ac-
quire and teach competence oriented education; with com-
petence oriented approaches. 
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